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Abstract  
This study investigates the contribution of process drama to an intercultural model of 
language learning and to the engagement of all learners in the experience. It focuses 
on middle school beginner language learners of a foreign language. The study was 
designed around a Bakhtinian model of language as socio-cultural practice, drawing 
also on Halliday’s concepts of field, tenor and mode, and Kress’s advocacy for a 
multimodal model of communication. A participatory action research project was 
undertaken in a state secondary school where the key participants were the 
teacher/researcher, an observing teacher and one class of Grade 8 students (aged 12-
13). Classroom video recordings, teacher journal notes, student interviews and student 
work were collected. The data were analysed using a bricolage of deductive and 
inductive lenses from the drama and language fields. This analysis provided a series 
of images of a language classroom ecology from different angles. 
The use of nine playwright functions to develop a detailed analysis of the improvised 
dramatic interaction illustrated the applicability of the functions as detailed analysis 
tools beyond the field of drama. It also confirmed that the key process drama 
strategies of teacher-in-role, learner enrolment and dramatic tension can change the 
nature of language classroom talk, “pushing” learners to mushfake the use of the new 
language, despite minimal experience of it. It seems that a need was fostered - by the 
enrolment and dual world metaxis - to realise the interpersonal metafunction of any 
interaction, a need so rarely felt in beginner language classrooms. Thematic coding of 
the target language interactions and student interview commentary led to suggestions 
that, through the drama, the body was used in both literal and symbolic ways. These 
ways variously complemented and scaffolded language memory, emotional 
expression, a sense of being there, and an embodied historicity. The final analysis of 
the classroom images as a whole led to significant conclusions regarding the 
importance of contingency, multimodality and affect in intercultural language teaching 
and learning.  
The work provides timely considerations for those involved in the development of 
syllabus and its classroom implementation in accordance with the new Australian 
Curriculum: Languages; and it contributes to the ongoing conceptualisation of 
intercultural language learning.  
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Prologue 
 Three stories of engagement 
 
 
 
 
 
 
 
 
 
Story I: The student 
I came home aged 10 from my first French lesson and tingled with excitement as 
I told Mum what fun it had been. I was captivated by Mrs Nette and the way she 
spoke so confidently in this strange tongue. The following year we inherited 
Madame who spoke mostly English as she took us methodically through the past, 
present and future tenses according to the textbook. I learnt little about 
actually speaking French and even less about France or French society. My 
disappointment was compounded when I was docked marks for the untidiest 
examination paper ever received.  
But all was not linguistically lost. Two years later Miss Addison dashed 
into the classroom, prattling non-stop in German and clutching a pile of disorderly 
roneo print-offs under her arm. To her, the German language and peoples were an 
endlessly fascinating project which she wanted to share with us. Textbooks 
gathered dust on the shelves as she made more use than the rest of the staff 
put together of the “modern” roneo technology. My fate was sealed. But it took 
me several detours - via history degrees, babies, in-house catering jobs and a 
16,000 mile migration - before I succumbed to it, and became a language teacher. 
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Story III: The teacher 
I have always used scripted drama intermittently in the classroom, whether I 
have taught English, history or German. But I knew that in German, despite the 
undoubted learner engagement, the effort and excitement were not matched by 
the language gains. Nor was there any sense of ownership of the narrative being 
performed. I tinkered with the Pied Piper, changed the ending, integrated 
related activities which drilled language forms, and provided information on 
modern day Hamlyn. We did quizzes in German about the Wizard of Oz while we 
practised for the play. I asked learners to invent a sixth golden ticket winner for 
our production of Charlie und die Schokoladen Fabrik. Language gains were more 
evident as I became more skilled. But I sensed there was even more to be gained. 
Then my daughter did drama at university; when I read her process drama 
literature, lights went on. It seemed tailor-made to develop personalised 
language, reflection on language, and connections to cultural behaviours behind 
language. Despite having moved into language teacher education, I was intent on 
experimenting. This thesis is the result.  
Story II: The parent 
I have a son who hated school. He won maths prizes and woodwork awards but he 
hated it all. I asked him once, why? “Because we just sit at a desk all day”. When 
I returned to teaching a year or two later, I vowed not to teach like that.  
In Year 7 my daughter announced that she wanted to do the German Immersion 
programme at a nearby high school; maths, science, history all learnt through the 
German language; at last, a language programme which gave beginner learners 
something meaty to engage with.  
My third child, on the other hand, went to a different high school. Because he 
really wanted to speak another language he continued his language into senior 
years. After a term of chapter-a-week textbook focus, he abandoned German for 
general science. 
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From the time my parents went to school in the 1930s to my children’s experiences in the 
late 1990s-2000s there has been only limited change in the pedagogical models employed in 
high school classrooms, at least in the UK and Australia. This is despite enormous change in 
community composition, cultural taboos and habits, technological possibilities, our 
knowledge about learning and learners, and - most significantly - stagnation in the levelling 
of educational outcomes across society. There have been superficial changes: the content 
has shifted somewhat; the students chatter and speak up more than my parents did; 
computers, electronic whiteboards and mobile phones abound. But, in the main, it is 
business as usual. At secondary school especially, learners use desks and sit for most of the 
day, except that now the desk often has a screen on it; textbooks, or online substitutes, are 
more often in evidence than not; examinations are individual, competitive, silent, intellectual 
performances; students of a certain age are expected to perform at the same level and in the 
same way, or are labelled as failures; and the teacher controls most of the content, task 
sequencing and talk associated with learning.  
This thesis is a response to the impact of this entrenched teaching model on school 
languages education. My work has given me plenty of opportunity to observe and reflect on 
primary and secondary school language classrooms in Australia.  After teaching beginner 
language learners for several years, I spent eighteen months involved in support and 
professional development for language teachers around the state of Queensland. I then 
spent six years as a pre-service teacher educator. During this time, I recognised the 
existence of some vibrant and productive language programs. However, in other schools, I 
noted the prevalence of unimaginative and desk-based learning experiences which 
disassociate language from any sociocultural context, and I observed the reluctance with 
which many students tolerated such lessons.  
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Use of Terms 
The world of jargon in the applied linguistics field is a confusing and confused arena. 
Whatever terms are chosen to describe the language being learnt, they can rarely capture 
exactly the situation in question, particularly as contemporary geographical mobility 
complicates the linguistic composition of any social group. The choice of terminology, 
therefore, is never completely satisfactory.  
Language terms 
The students in this study are using German in a school classroom in Australia where 
German is neither an official language nor one spoken widely in the general community. For 
them, German is a foreign language (FL). It is also the target language (TL) of the classroom 
instruction. For all these students, English is their first language (L1); three students (Ali, 
Anna and Hamish) have Afrikaans as a background language (sometimes spoken at home) 
and one has Russian in her extended family. But, as far as I know, their only other bilingual 
experiences are their prior school foreign language learning experiences (German, 
Japanese, Chinese or Indonesian, depending on the school).  
Although German is, in practice, an additional language (AL) for these students, in the 
world of applied linguistics this term is reserved for speakers for whom English is a language 
in addition to their first and any other languages and is most commonly used in the UK as 
EAL (English as an additional language). But I do use “additional”in its non-academic sense 
when I need a catch-all term.  
The use of FL has, historically, sometimes been associated with ethnocentrism – 
anything not English is foreign. However, since it is a widely understood term, it is the one I 
shall adopt when TL is not accurate or syntactically unworkable. Other terminology I 
occasionally use is ESL (English as a second language) because, although it is often 
blatantly inaccurate for multilingual students, it is still the term used in Australia for non-
native speakers of English; and TESOL (teaching English to speakers of other languages) 
which has similar connotations to EAL but is more commonly applied in Australia to tertiary 
languages education. 
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Intercultural language learning 
It is difficult to define this term succinctly, and my own definition of it is still a work in 
progress. As I describe in Chapter 3, it refers to the learning of languages in a way which 
highlights the co-constitutive nature of language and culture. Language is taught as firmly 
embedded in a dymnamic socio-cultural context. The language-culture interface is 
highlighted through a focus on socio-linguistic knowledge and understanding. This does not 
necessarily preclude a study of culture as artefact but associations with language in use are 
always paramount. Critical models of intercultural language learning, including the one in this 
thesis also stress a reciprocal strand of learning where the association between language 
and culture of the learner’s first language is also explored. This work also draws on models 
of intercultural language learning which link the language learning experience to education 
for citizenship; learning to communicate and live with “others” at home and abroad. Further 
explanation is provided in Chapter 3. 
Intercultural literacy  
In the thesis I use this phrase to indicate in general terms what students learn from an 
intercultural language teaching experience. Just as first language “literacy” indicates far 
more than being able to decode words on a page and write a paragraph of sentences, so 
intercultural literacy encompasses more than grammatical, socio-linguistic and discursive 
knowledge and skills. It incorporates an understanding, threaded through those skills, of the 
effects of cultural habits and beliefs on one’s own use of language and on that of others.   
Discourse 
The word discourse is open to many interpretations. In the thesis I draw mostly on Gee’s 
(2004) concept of “Big D” discourse, explained in Chapter 3. There are occasional different 
uses of discourse such as Halliday’s (1978) “discourse roles” in Chapter 5, defined in that 
chapter, and general reference to discourse in the linguistics sense of coherent and 
cohesive text of particular type.  
Affect and emotion 
In general, emotion is used as defined by Imai (2011) to describe specific feelings rather 
than a general mood. I use affect both in a Hallidayan sense in connection with tenor, and to 
allow me to write about emotion-affect-mood in a more general way.  
Language macro-skills 
These are, traditionally, reading, writing, speaking and listening. They are still in widespread 
use across education sectors and language fields as a way of assessing language 
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proficiency. Screen technology has problematised the neat division, as has recent work in 
the TESOL field. 
Glossary of process drama strategies  
See Appendix B 
 
 
 Chapter 1: Introduction  1 
Chapter 1  
Introduction 
This research project was developed around a participatory action research study in an 
Australian secondary school. The co-educational, state (public) school is situated in a middle 
class area of a large Australian city and at the time had over a thousand students. I was the 
teacher-researcher in a Year 8 classroom for two school terms (eighteen teaching weeks). 
The key participants on site were myself and twenty one twelve to thirteen year old students. 
A language teacher from the school also observed the lessons. I taught German through 
process drama to the learners who had varying degrees of prior experience of the language. 
They were all, however, at beginner levels of proficiency according to the Common 
European Framework of Reference for Languages (Appendix P).  
I collected multiple sets of classroom data including unit plans, classroom video 
recordings, photographs, my journal notes, student written work and student interview and 
questionnaire data. A praxis driven participatory research methodology (Kemmis, 2007) 
enabled me to draw on practitioner reflection in and on the action (O’Mara, 1999). This 
reflection led to both practical and theoretical responses to problems associated with middle 
school student engagement in language learning (Carr & Pauwels, 2006), in connection with 
an intercultural approach to language learning (Byram, 2006; Kramsch, 1993, 2009; Scarino 
& Liddicoat, 2009). In this introductory chapter I outline the context of the research. I 
delineate the purpose and scope of the problems addressed and the consequent research 
question I responded to. I describe the process drama I designed and discuss the 
importance of the study. Finally, I provide a brief outline and explanation of the thesis 
content and organisation.  
Context for the study 
This thesis has been written against the backdrop of three contemporary situations: the low 
enrolment in language classes throughout the Anglo-Saxon, English speaking world (Carr & 
Pauwels, 2006); the widespread contemporary rhetoric relating to intercultural language 
learning and understanding; and the burgeoning research literature on the use of process 
drama in the additional language classroom.  I describe each of these briefly and then 
outline the purpose of the study in relation to these issues.  
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Enrolment in language learning 
The number of Australian school students learning a language in the classroom as a foreign 
language beyond the level of a handful of greetings and formulaic interactions remains very 
low. The recent White Paper (Commonwealth of Australia, 2012) confirmed this situation: 
Between 2000 and 2008, the share of Australian students learning a tertiary 
accredited language other than English in Year 12 dropped in a time where 
overall student numbers increased by almost 9 per cent. … Fewer Year 12 
students studied Indonesian in 2009 than in 1972 …. And, while Japanese 
remains the most widely taught language in Australian schools, student 
numbers fell by 16 per cent from 2000 to 2008… (p. 168) 
The Australian trend is to reject an extra language as unnecessary, boring or difficult (Carr & 
Pauwels, 2006; Scarino & Papademetre, 2001). Once languages become optional, usually in 
early to mid-secondary school years, students abandon their study, many with glee. Even 
those who do carry on for a year or two rarely study a language to senior level. Nationwide in 
Australia, only between 4.5% and 12% of students participate in language learning in their 
final year of schooling (Absalom, 2012). This trend is matched in other officially monolingual 
English speaking Western nations such as the USA, New Zealand, and the UK (Carr & 
Pauwels, 2006).  
Such antipathy to language learning might have been understandable in the mid 
twentieth century; in the days when most school students rarely ventured beyond English 
speaking borders, and assimilation to local speech and customs was seen as vital for 
migrants (Chiro, 2010). However, employment and travel opportunities overseas now tempt 
many and the number of people, myself included, who do not live in the country in which 
they were born, is enormous. Only 70% of the population of Australia was born there and 
only 53% has both parents born in Australia. In one fifth of households, two or more 
languages are spoken at home and the percentage of school students with English as a 
second language is approaching 30% (Australian Bureau of Statistics, 2011). Political, 
economic and socio-cultural life is locally and globally complex (Kramsch, 2009; Kress, 
2004; Norton, 2001). This has repercussions for teachers, as Scarino and Liddicoat (2009) 
observe: 
In developing a contemporary stance, languages teachers must consider and 
respond to notions of complexity and change…The nature, contexts and 
purposes of language for communication are increasingly complex and ever-
changing in our multilingual and multicultural world. (p. 5) 
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Intercultural language learning 
Language policy documents of recent years recognise the changing local-global language 
nexus. For example, the Council of Europe’s Common European Framework of Reference 
for Languages has endorsed an intercultural model of language learning based on Byram’s 
work in the UK (Byram, 1997, 2006; Diaz, 2011). In Australia in 2003 the Federal 
Government commissioned a Report on Intercultural Language Learning (Liddicoat, 
Papademetre, Scarino & Kohler, 2003) which made a case for a change in practice to 
encompass this dimension of language learning. In 2005, the National Statement for 
Languages Education in Australian Schools, 2005-2008 (MCEETYA, 2005) stated that 
“Education in a global community brings with it an increasing need to focus on developing 
inter-cultural understanding” (p. 3). In response to the Report and the National Statement, 
two intensive, relatively comprehensive professional learning programmes were funded, The 
Asian Languages Professional Learning Programme (2004) and The Intercultural Language 
Teaching and Learning in Practice (2006-8) (ILTLP).  
More recently the new Australian Curriculum, Assessment and Reporting Authority 
(ACARA, 2012a) emphasised the importance for all learners of building intercultural 
understandings across the curriculum:  
Global integration and international mobility have increased rapidly in the past 
decade. As a consequence, new and exciting opportunities for Australians are 
emerging. This heightens the need to nurture an appreciation of, and respect 
for, social, cultural and religious diversity, and a sense of global citizenship. 
(p. 6)  
Even more recently, in a more obviously economically orientated statement, the federal 
government‘s Australia in the Asian Century White Paper (Commonwealth of Australia, 
2012) emphasised the need to sustain and develop engagement with Asia and highlights 
Asian language learning as an important contributor to this goal.  
Drama in the languages classroom 
Research literature in the drama-languages field has increased dramatically over the last 
fifteen years. Drama has been shown to have multiple benefits for learning, beyond its 
capacity to engage learners in the lessons. In her recent report, The Arts and Australian 
Education: Realising Potential, for the Australian Council for  Educational Research, Ewing 
(2010) calls for more research into introducing the aesthetic into the classroom and states 
that “research needs to be shared with practitioners and policy-makers” (p. 6). She explains:  
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…providing aesthetic knowledge is difficult for schools and teachers, because 
it is an experience that engages the brain, body and emotions, all together in 
a range of symbolic languages and forms, whereas orthodox schooling and 
particularly assessment systems concentrate on those cognitive aspects of 
knowledge that can be made explicit and learned propositionally, just in words 
or numbers. (p. 6) 
A key aspect of this thesis is the focus on affective and physical ways of knowing and 
communicating which are encouraged through drama (Morgan & Saxton, 1985) and their 
relationship to intercultural language learning.   
In my observations of second language classrooms in Queensland, apart from the 
ubiquitous short, transactional role plays, I have seen plenty of use of scripted drama in 
primary classrooms but it seems to be far more unusual in secondary contexts. Moreover, 
the primary school practice (including some of my own) is usually a teacher scripted 
performance of a target country story, legend or song. In scripted performance work, there is 
opportunity to notice and practise many new phrases and patterns which, as J. Willis (1998) 
notes, will take root gradually as each new task feeds and waters them. But scripted work 
provides little chance to explore the contingent and personalised use and manipulation of 
language which characterises meaningful text creation (van Lier, 1996) and which, as this 
thesis shows, is very engaging for learners. In contrast, research in the drama-languages 
field has focused on the richness of language which drama can provoke in terms of genre, 
functional scope and engagement with challenging texts (Cheng & Winston, 2011; Kao & 
O’Neill, 1998; Liu, 2002). Researchers have also begun to make connections between 
process drama and cultural depth in language learning (Marschke, 2004; Piazzoli, 2008; 
Tam, 2010). There is a growing realisation that drama affords an emotional and affective 
(see Use of Terms above) dimension to classroom intercultural language learning. This 
dimension has not yet been clearly articulated in the existing models in the literature. Its 
absence in any explicit sense from the key work of, for example, Scarino & Liddicoat, (2009; 
Liddicoat & Scarino, 2013) is particularly pertinent to this study of an Australian classroom. 
Significantly, although working from different socio-cultural paradigms, Swain and Kramsch, 
both significant figures in the contemporary Applied Linguistics field, have recently 
demonstrated interest in the emotional dimension of the language classroom; Swain (2011) 
through her evolving work on languaging, emotion and memory, and Kramsch (Kramsch, 
2009; Kramsch & Whiteside, 2008) through work on embodiment of language and 
multilingual identity. Specific recognition of the physicality of communication has been 
recognised even more sporadically in the applied linguistics field (Schewe, 2002; Stein, 
2004). As Kramsch (2009) observes, we treat our learners as “talking heads that have to be 
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taught from the neck up” (p. 28). Process drama provides the opportunity to tap into the 
multimodal and personal nature of language in order to reveal and reflect more clearly on the 
cultural, cognitive, emotional, personal and interpersonal referents embedded and embodied 
in all interaction.  
Process drama  
Process drama is a “whole-group drama process, essentially improvised in nature” (Bowell & 
Heap, 2001, p. 7). The narrative and tension of the drama “unfold in time and space through 
thought, action, reaction and interaction” (p. 7). Participants adopt roles within a loose 
narrative structure and enact various situations related to the narrative, some of which are 
pre-planned and some of which arise during the drama. The glue for the process is the 
theme of the drama (Morgan & Saxton, 1987), a focus question related to the human 
condition (Bowell & Heap, 2001). In the work of many key proponents of process drama 
(Heathcote, 1980; O’Neill, 1995; O’Toole, 1992) this question becomes a critical one of 
injustice or unhappiness in the human condition. The classroom strategies used are 
sometimes peculiar to this form of drama and sometimes familiar to all kinds of drama, and 
even to classroom work more generally in the humanities. The sustained nature of a process 
drama, whether it be over a day or a term, is one of its strengths as it adds depth and 
complexity to the drama work (O’Neill, 2012). This depth is compounded by the framework of 
the process drama (e.g. O’Toole, 1992) and the range of available strategies which enable 
learners to take different views of the issue at hand. A glossary of key drama strategies used 
in this project is included as Appendix B. 
In this research I designed two, loosely connected units of work using a process drama 
structure (Appendix H). The first centred on a group of migrants undertaking a forced 
migrant journey from Australia to Germany aboard a decrepit ship. By the end of the journey 
they had to be able to speak sufficient German to satisfy the immigration department. In the 
second term a group of migrants was seeking work in the partitioned city of Berlin in 1961 
(just before the Berlin Wall was constructed overnight). The focus question of the drama 
sequence was  
What is it like to leave your homeland for ever and live in a new country using a new 
language?  
Purpose of the study   
The purpose of this study is to respond to two inter-related problems arising from the context 
described. The first is the question of classroom engagement in, and commitment to 
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language learning. The reluctance to study a language in school despite the changing world 
is sometimes ascribed to the pedagogical models adopted (Kumaravadivelu, 2003; Scarino 
et al., 2003) and sometimes to persistent exclusionary versions of nationhood which have 
been described as highly resilient in the Australian context (e.g. Chiro, 2010). The latter 
cultural tradition is largely outside the scope of this thesis, but the former is central to it. 
Whilst the recent White Paper (Commonwealth of Australia, 2012) is vague on the 
implementation of its grandiose language learning proposals, the Report on Intercultural 
Language Learning (Scarino et al., 2003) was scathing about some of the learning 
experiences designed and enacted in Australian language classrooms. Carr and Pauwels 
(2006), too, highlight the passive, writing dominated and content-thin character of many 
language classrooms round Australia, involving what Christie (2004) calls the "joyless 
pursuit of parts of speech” and correction of 'faulty sentences" (p. 149).  
Similarly, in a review of contemporary classroom language research and teaching, 
Larsen-Freeman and Freeman (2007) point out that, in many global contexts, most foreign 
language students can already read and write in one language; hence, the typical, anodised 
texts often used in languages classrooms, particularly at beginner level, are but pale and 
uninteresting versions of what they already know. What is more, students today are used to 
co-authoring texts and using such tools as Facebook, digital photographs and Twitter; 
expecting them to enjoy reading textbooks is like asking those born in the 1960s to use 
slates. The problem is how to develop intercultural language learning in a way that takes 
account of who these 21st century learners are; or more accurately, the multiple whos they 
are (Gee, 2004; Kramsch, 2009).  
The second problem to which the study responds is the fraught one of translating the 
policy and theory of intercultural language learning into transformative classroom practice (K. 
Byram & Kramsch, 2008; Kohler, 2010). As Kohler (2010) observes, intercultural language 
learning is now very much part of the Australian language teacher’s vocabulary. However, 
anecdotally and according to Kohler, the permeation of the project philosophy into practice 
is, at best, hard to ascertain and, at worst, very limited. From my perspective as a language 
teacher with some academic experience, one problem for the lack of translation into practice 
may be the abstract and multi-partite nature of definitions of intercultural literacy, as in 
Byram’s (1997) use of the five “savoirs”, described in Chapter 3; or the definition by Scarino 
and Crichton (2006) who state that intercultural language teaching and learning, 
…recognises and develops students’ capability to integrate, in interaction in 
the target language, an understanding of themselves as already located in a 
language(s) and culture(s), and an understanding of the same in others. (p. 3) 
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The abstract level and cumbersome nature of some definitions illustrates how “academic” 
and elusive the construct of intercultural literacy might seem to some teachers. It could be 
that, in this form, the intercultural model of teaching and learning a language bears little 
relation for them to the variants of the communicative model, very often task-based, which 
they have been espousing (Nunan, 2004; Willis, 1998).  
As Chapter 8 demonstrates, I too have found it challenging to relate the theoretical 
concept to my own work.  I oscillate between what I describe in Chapter 3 as artefactual, 
socio-linguistic and reciprocal approaches to intercultural language learning and integrating 
them is difficult. I have also observed the difficulties undergraduate and postgraduate pre-
service teachers encountered in developing a deep understanding of the construct, 
especially when it had played little part in their own education or teaching experience to 
date. Moreover, the difficulties they encountered were often various, coming as they did from 
extremely diverse professional, geographical, cultural and language backgrounds. It is likely 
that this multiplicity of responses is reflected in the experienced language teacher 
community, complicating the academic-professional communication on the issue.  
One of the intentions of this thesis, therefore, is to extend, through praxis, the limited 
body of literature (notwithstanding the recent 2012 publication by East) which attempts to 
acknowledge and narrow the ongoing gaps between existing models of school language 
learning, theoretical intercultural rhetoric and experimental intercultural practice. I saw my 
practitioner action research task as twofold: exploring how these threads could be woven 
together so that a task-based language teaching and learning model could become an 
engaging intercultural model; and developing for myself a clearer sense of what intercultural 
language learning can look like with beginner learners.  
Scope of the study: The research question 
The research question which underpinned the thesis investigation was:  
How can intercultural language teaching and learning benefit from the use of process drama 
with beginner learners; and what are the implications in the drama-languages pedagogy for 
learner engagement in intercultural language learning?  
As I analysed the data, I juxtaposed the three concepts which make up the research 
question - intercultural language teaching and learning, learner engagement and process 
drama in the languages classroom – in different ways. In particular, the development of the 
thesis was informed by Bakhtin’s (1981) concept of heteroglossia which is explored more 
fully in Chapter 2.  This Bakhtinian element of discourse is also useful for providing an 
outline of the scope and form of the study. In Bakhtinian terms the classroom, like any other 
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site of social interaction, is a complex, cacophonous space where each person’s and each 
culture’s past and present experiences, their “heteroglossia”, reverberate and influence 
interaction. The analysis in this thesis is a similarly referential text, always aware of the 
heteroglossic discourses which impinge on classroom interaction. In order to deal coherently 
with the multiple relationships implied, in each chapter the three concepts from the research 
question - intercultural language learning, learner engagement and process drama in the 
languages classroom - are variously in the foreground or background of the discussion, but 
all remain always integral to the experience.  
To work with the different concepts and combinations of concepts from the research 
question, I developed a network of subsidiary research questions as the analysis evolved. In 
developing these I focused on bringing together traditional understandings of language 
learning with those of intercultural language learning. Each analysis chapter focused on one 
or more of these questions and a response to each was accumulated then brought together 
in Chapter 9.   
Table 1.i 
Threading the research questions 
What is the nature of the TL texts produced through or in connection 
with the dramatic narrative? Chapters 5, 6,7 
What is the nature of the teacher’s work in the teaching and learning? 
Chapters 5,7,8 
What is the significance of learners’ comments on the drama-languages 
work as a language learning experience?  Chapters 6,7,8 
How can task-based learning through process drama not replace but 
become intercultural language learning? Chapters 7 
What is the nature of the intercultural language learning reflected in the 
student work and comments? Chapter 8 
How do the TL and the drama work together to engage learners and to 
develop intercultural language skills? Chapter 5,6, 7,8 
 
The heteroglossic approach gave me a wider space in which to explore complex 
relationships than that provided by a more exclusive, monological framework (Berry, 2006). 
 Chapter 1: Introduction   9 
This means that the study is not primarily an evaluation of learners’ acquisition of target 
language in terms of the macro-skills of reading, writing, speaking and listening; or a wider 
assessment of their levels of grammatical, socio-linguistic (pragmatic) and discursive 
competence (Canale & Swain, 1980) or even of these skills in conjunction with intercultural 
competence (Byram, 1997). I seek, instead, to explain the TL texts and student reflections in 
relation to the process drama pedagogy and to existing models of communicative language 
teaching and intercultural language learning. At the same time, because it creates a 
productive commitment to learning, I am tracing the current of learner engagement through 
the experience.  
As I explain in Chapter 3, I see intercultural language learning not as an alternative or 
an add-on to a traditional communicative model but, like Byram (1997) and Kramsch (2009, 
2011) as a more appropriate model of language learning for the 21st century condition. In this 
thesis it is a model which integrates many of the elements of the established communicative 
teaching model as explored, for example, by Savignon (1983), Spada (2011) Swain (1985, 
2006) and Willis (1998). However, although recognisable grammatical, socio-linguistic and 
discursive outcomes across four macro-skills are illustrated in the data samples I use, the 
thesis is an exploratory qualitative study. I am investigating what kind of learning students 
demonstrated which could be a part of intercultural language learning, and what part the 
drama played in this, rather than to what extent they learnt and used specific language.  
Importance of the study 
Although this thesis is framed by several traditional issues of additional language acquisition 
and contemporary concepts of intercultural language learning, it also seeks to step beyond 
them and investigate the part played by learner engagement in language-as-social-practice 
in the achievement of extended intercultural learning outcomes. The study adds to the small 
but growing body of work related to the use of process drama in the languages classroom, 
and focuses on middle school beginners studying a foreign language (see Use of Terms 
above). As I demonstrate in Chapter 3, although work on learning English as an 
additional/second language through drama is becoming more common across the language 
teaching community, work in the FL field is less so. Moreover, reported research on process 
drama work with students at the very beginning of learning a language is, as far as I can 
discover, limited to a handful of texts.  
Research with beginners is doubly important in the context of low enrolments and 
increasingly multilingual and multicultural communities, cited earlier in the chapter. Firstly, 
engaging learners early is crucial to encouraging them to continue their study. Secondly, the 
abstract, somewhat intellectual concepts associated with intercultural language learning 
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often need to be explored with beginners in the L1 (Liddicoat, 2007). It is therefore important 
to maintain their engagement by developing ways of balancing this work with sufficient 
exposure to and use of the additional language in familiar contexts. Both the context and the 
text need to be engaging. I sought to make sense of what Cook (2000) calls, “what is 
relevant and what is motivating” (in Cheng and Winston, 2011p. 547) in the 21st century 
language learning arena. Consequently, the study is particularly significant in that it situates 
the study in a traditionally hard-to-engage middle school context with beginner level 
language learners.   
One further contribution of the thesis, resulting from the participatory element of the 
action research, is that it highlights the attitudes, responses and contributions of the learners 
to the pedagogy, which adds a crucial dimension to the impact of the work. I have illustrated 
through the analysis how certain affordances of the drama are integral to this investigation of 
student engagement. One example is the way in which the drama-languages pedagogy 
responds to Dewey’s (1916) encouragement to educate bodies as well as minds and 
explores the effects of learners’ escaping their desks to “do” drama and consequently to do 
language in a multimodal way. Work on multimodal literacy (Kress, 1996, 2012) as part of 
intercultural literacy is limited in the FL field (Byram, 1997) but, as the thesis shows, it seems 
to be a much underestimated asset in the middle school intercultural language classroom, 
particularly in the space it provides to introduce a constructive physical and affective 
dimension into written and oral TL texts, whether created individually or in groups.       
A further important component of the thesis is the discussion of the personalised, often 
spontaneous, language use - required by the drama - in relation to student challenge, task-
based meaning and form, and intercultural communication. I suggest that the spontaneous, 
deeply contextualised oral work, usually shunned in beginner classrooms as too difficult, is 
useful practice for the linguistic and cultural dialogic struggle involved in 
intercultural/interlingual or multicultural/multilingual interactions in the contemporary world. 
Significantly, this kind of language use is apparently engaging for these beginner learners 
despite their low level of TL proficiency. I therefore question the received wisdom regarding 
the stage at which learners are ready to create meaning, rather than simply reproduce 
teacher initiated chunks of language. On three levels I challenge the practice of relying 
(almost exclusively with beginners) on scripted, predictable, teacher-provided language: in 
terms of student engagement in language learning; in terms of what constitutes a meaningful 
interactive task with a diverse group of beginners; and in terms of what constitutes 
intercultural language learning.   
Finally, as the thesis is presented, the national Australian Curriculum: Languages 
(ACARA, 2012), with its strong focus on the intercultural dimension of language learning, is 
 Chapter 1: Introduction   11 
being translated into syllabus form. The study involves a detailed analysis of the language 
work, in its cultural context and its classroom context, from a teaching and learning 
perspective. In this way it contributes to the ongoing translation of intercultural theory into 
practice, in a context which other teachers can recognise. It provides practical examples and 
food for thought for pre-service and classroom teachers and those responsible for 
percolating the syllabus into schools. As I show in Chapter 3, some of the key themes of this 
thesis, such as affect, contingency, the kinaesthetic mode, are not highlighted in traditional 
beginner language work, nor with any force in much of the work in intercultural language 
learning, particularly in Australia. I suggest in the thesis that they can make a contribution to 
the nascent and contested construct of intercultural literacy on which assessment according 
to the new Australian Curriculum: Languages (ACARA: 2012c) is to be based (Scarino, 
2009).  
The thesis outline  
In Chapter 2 I explain the lenses through which I view and discuss the process drama 
pedagogy and language use. I draw on the work of Bakhtin (1981, 1986) and Halliday (1978) 
to set out a model of language as historically dynamic, socio-cultural practice; the 
perspective for critiquing the literature and some models of language pedagogy in Chapter 3 
is then apparent.   
In Chapter 3 I present a review of the literature in four parts. I place intercultural 
language learning in the historical context of communicative language teaching. I then 
explain the different approaches to theorising intercultural language learning and its 
development as a pedagogical construct in Australia in the last two decades. I go on to 
situate the study in the growing field of drama-languages pedagogy and more specifically in 
relation to the literature on process drama and intercultural language learning. Finally I 
examine the literature relating to aesthetic engagement and its relationship to transformative 
languages pedagogy. In Chapter 4 I explain the participatory action research design and 
data collection. I describe how I approached the data analysis as a bricoleur, using a wide 
range of discursive frameworks drawn from the fields of language and drama. I also discuss 
the reflexivity, credibility and trustworthiness of the study in terms of the intellectual, 
professional and personal care I took during the project.  
As suggested above, Chapters 5-8 investigate the relationships between the different 
concepts of the research question – intercultural language learning, engagement in 
language learning, and process drama in the languages classroom - sometimes privileging 
one, sometimes more, but always with the remaining dimensions in mind. The result is a 
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series of overlapping images which build a sense of the classroom ecology from different 
perspectives and which I examine together in Chapter 9.  
The focus of Chapter 5 is the kind of target language the participants (teacher and 
learners) produce when engrossed in the dramatic narrative. In the following chapter, I 
examine the multimodality of the target language, drama-related texts and consequent 
benefits to the language learning for diverse learners. The framework for Chapter 7 is the 
drama-languages planning process; I explore the need for a teacher to plan for a task-based 
focus on meaningful target language use and related linguistic form, simultaneously with a 
focus on dramatic artistry. In doing this I explore the effects of enrolment and tensions - 
elemental to process drama - on student engagement in the different kinds of drama-
languages activity, and on their use of the target language. In Chapter 8 I examine teaching 
episodes and student interview data to focus on the challenges of intercultural language 
teaching and on learner expressions of intercultural literacy. The discussion in Chapter 9 
draws together the conclusions I draw across the analysis chapters from multiple 
professional and theoretical perspectives. I end the thesis by stating what I believe to be the 
key contributions to knowledge and the possible theoretical, professional and personal 
implications of the thesis. 
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Chapter 2  
Language as social practice 
Form and content in a discourse are one once we understand that verbal 
discourse is a social phenomenon – social throughout its entire range in each 
and every one of its factors. (Bakhtin, 1981, p. 258) 
Separating learning about culture from the learning of any language will impede learners’ 
capacity to communicate across cultural contexts. In the light of this contention, this chapter 
provides a conceptual framework for the research report which follows. In it, I develop a 
framework for the discussion of the potential of process drama to provide beginning TL 
students with the opportunity to “play” with limited language across cultural and sub-cultural 
boundaries. Firstly, I summarise why I find many Bakhtinian concepts useful in developing 
an image of what rich, socio-culturally embedded language looks like and sounds like, and of 
how it evolves as a culturally interactive process. To consolidate concepts of agency and 
situated meaning in the framework, I draw on Halliday’s constructs of instantiation and 
language metafunctions. To the same end, I then make connections between the work of 
Halliday (1978, 1992, 2004) and Bakhtin (1981, 1986) in order to delineate more clearly how 
genre is a construing of culturally embedded language practices, a site where discourses 
merge and collide. I examine how the Hallidayan and the Bakhtinian models of language 
encompass concepts of genre as both the inhibitor to any linguistic and cultural dynamic and 
as the vehicle for gradual change, important for a critical approach to intercultural language 
learning.  
A Bakhtinian model of language 
Bakhtin's work has been interpreted in various ways and often provides a framework for 
studies with transformative implications (e.g. Cahill, 2010; Haworth, 1999; Tam, 2010). Both 
Pechey (1989) and Strine (2004) see his dialogic world as one of struggle which provides 
the space to "expand creatively the scope of real world dialogue" (Strine, 2004, p. 227) or, in 
Pechey's (1989) terms, to challenge a hegemonic view of culture and language.  I see 
Bakhtin's (1981) work as a necessarily unfinished pondering on the nature and dynamic of 
language in its socio-cultural world. As Holquist (1981) put it, in linking language to culture in 
this way, Bakhtin is dealing with "a matrix of forces practically impossible to recoup"  (p. 
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428). In his attempts to contain these forces Bakhtin identifies themes and concepts such as 
dialogue, heteroglossia and double voice; he then often revisits them in his work in a 
different guise or for a different purpose. The depth, complexity and indeterminate nature of 
Bakhtin's analysis make it an excellent foundation for a project which aims to encourage 
students to undertake linguistic exploration themselves.   
Utterance  
For Bakhtin (1981), any dialogue is made up of utterances. Any speech (piece of written or 
spoken text) necessarily has a creator and a respondent and each separate “creation” 
Bakhtin calls an utterance (i.e. the section between the other speaker/s’ responses, or turn). 
I use the term in the same way in this thesis. Bakhtin emphasises the connections between 
the form of the words we use and their meaning when used as “utterances” in interaction 
with another person. He talks of utterances as "signs left behind on the path of the real living 
project of an intention" (p. 292) and declares that without a living impulse toward the object 
all we have is the “naked corpse of the word”. (p. 292). An utterance is much more than a 
“word”; it is an integral part of a bigger “utterance plan” (Bakhtin, 1986, p. 81) and devised 
with an addressee in mind – even if that addressee is oneself. Language is made up of 
socially purposeful utterances, and to study words out of the context of human interactions is 
an arid and lifeless activity. As Bakhtin put it, discourse lives "beyond itself” (p. 292). 
Because of this social intention, language is intricate and complex, both patterned and 
individual.  
Bakhtin's (1986) definition of the utterance as the smallest unit of communication 
places the focus not on one person’s discrete turn of speech, but on the whole meaning 
making exercise, the “utterance plan". The plan is related to a “real living project” (Bakhtin, p. 
181, p. 292) and it is individual in its design and delivery, even though it combines familiar 
patterns of language to clarify meaning. This focus on the utterance allows individual words 
and sentences to lose their pre-eminence as the blueprint for speech. This pre-eminence is 
evident all too often in TL classrooms in such instructions as: "Answer in full sentences", 
"Devise a role play using six sentences each".  We do not speak purely in sentences in most 
oral situations, nor in some written work such as text messages.  In effect, if everything has 
to be based on a sentence, classroom target language speech is only ever authentic as 
classroom speech, not as preparation for speech beyond school. By providing space to 
examine the speaker’s purpose, relationships and mode of communication, a focus on the 
utterance as part of the whole sequence of interaction provides a more comprehensive 
picture of language use. In turn this allows for distinctions, appropriate in many languages, to 
be made between written and spoken forms (Burns, 2001; Halliday, 1985), which is one way 
of leading students into an exploration of cultural habits, genres and modes.  
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Dialogue 
Crucial to the development of an utterance plan is Bakhtin’s (1981) concept of dialogic 
language which he sees as the key to the study, definition and use of language. Dialogue for 
Bakhtin is far more than an interchange, either orally or on paper, between two people. 
Rather, his description is of a complex and multi-vocal language corpus and process which 
links each interaction to the multi-layered social and cultural world of the participants. Such 
dialogue is an ongoing, human activity across time and place. In Bakhtin’s work dialogue is a 
multi-faceted concept, being used variously to establish dialogue with others, dialogue with 
the past and dialogue with self. For him, language is not a static and predictable speech and 
response cycle; it contains the thoughts, actions and experience of all who have gone 
before. Consequently there is an available bank of historically recorded speech possibilities 
which is, in practice, an infinite and therefore unpredictable resource - dialogue always 
contains an element of potential surprise. A pedagogy which makes speech appear 
learnable in chunks, always programmable for specific occasions, is therefore misleading the 
students and offering them no practice in making their own meaning through language. By 
adopting a dialogic approach to language learning, students can practise investigating 
difference, surprise and multiplicity in communication as their intercultural literacy develops. 
Dramatic and narrative strategies in the classroom provide opportunity for this practice as 
contextualised roles and relationships throw up multiple unpredictable provocations to make 
meaning in different ways with different people for a multitude of purposes.  
Heteroglossia  
Central to Bakhtin’s concept of dialogue is his understanding of heteroglossia, the multiple 
voices across time and space which are present in any dialogue. Heteroglossia are the 
voices of self and past and present “others” which resound in social and individual ways of 
communicating. Hirschkop (1989) tries to separate Bakhtin's various statements on 
heteroglossia to suggest a change in his definitions over time. I find Holquist’s (1981) 
interpretation of Bakhtin's work as a developing whirlpool more useful. Rather than offering 
different definitions of the same concept, Bakhtin seems to accumulate ideas about a 
concept and adds them to the already whirling pool; the original interpretation has not 
necessarily gone away; it has just been joined by an additional idea. Heteroglossia is such a 
multiple, 'whirling' concept. Never a static, tangible language trait, it contains the seeds of 
the dialogic tension which arises from words having multiple connotations within and across 
dialects and cultures. It contains the potential for each person's utterances to have many 
meanings, depending on which aspect of their many socio-cultural memberships the speaker 
and listener/respondent are tapping into at the time (Bakhtin, 1981). The concept of 
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heteroglossia represents the referential nature of language, recognising the current-and-
historical, personal-and-community socio-cultural referents across time and space, 
contained in the speech and speech choices which make up any discourse. This historical 
aspect of heteroglossia is an important key to understanding the language–culture 
interrelationship. By exploring the cultural past embedded in an utterance, comparing 
language use and change, the relationship of speech to a community’s history becomes 
more apparent. In the same way, the heteroglossia of each utterance contains the personal 
history and language experience of the speaker. This can also be a key to student 
recognition of the way different cultural and sub-cultural experiences can make for complex 
and differing identities between apparently similar children in the class. Even something as 
simple as how each student addresses the teacher on the first day of the school year carries 
traces of students' past experience of classroom teachers and cultures. This continual 
reference to one’s heteroglossic utterance bank is the source of the multiplicity of voices 
which lead Bakhtin (1981) to describe the speaker’s world as “agitated and cacophonous 
dialogic life” (p. 344). 
The imaginary contexts created through drama have the potential to take students out 
of their school relationships and allow them to reveal and draw on all aspects of their 
identity; to create real dialogue by using their full range of heteroglossic memories, not just 
their student classroom memories. As they are confronted with the consequent range of 
responses from other participants, they can realise the multiple possibilities of language in 
any situation (Fairclough, 2012; Halliday, 1993). Furthermore, through drama, the actual 
context of the narrative can be designed to develop roles and dialogic language in other 
cultural contexts. The dramatic texts and experiences developed are then a means to 
explore some of the community-historical voices embedded in the additional language, in 
conjunction with reflection on first language referents.  
The addressee 
A key feature of Bakhtin’s (1981) theory of language is his emphasis on the role of the 
receiver of the speech or addressee. Bakhtin develops a concept which, like dialogue, is 
developed around a simple, relatively concrete image. In this case he uses the image of the 
envelope with its written address which evokes the reader, or of the person standing before 
you as you ask a question or make a comment. Then he embroiders the image into a far 
more abstract proposition as the addressee becomes a part of a heteroglossic and dialogic 
event. Since, according to Bakhtin, no utterance can stand alone and retain any meaning, 
his definition of utterance implies an audience for the communication. He argues that 
language is too often regarded as a speaker's tool, and the necessary relation to other 
participants is ignored. They are considered passive listeners at best. However, according to 
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Bakhtin (1986) listeners are active – they augment, apply, prepare to act, dis/agree all the 
time they are listening. Their response may be speech, action or silence. Even if response is 
not immediate, "Sooner or later what is heard and actively understood will find its response 
in the subsequent speech or behaviour of the listener" (p. 69). Any speaker, therefore, is 
continuously and simultaneously a listener and a respondent.  
In a complex, discursive context, each speaker’s utterances become chemically 
bonded to make a new whole, to add to existing dialogue. Without such a context the bonds 
are purely mechanical – interaction is “separably” concocted and is not an ongoing dialogue 
(Bakhtin, 1981, p. 340). The bonds between the stereotypical, terse, perfectly completed 
sentences which make up most beginner student role plays or written communications are 
certainly mechanical. In fact, many beginner language pedagogies have a very limited 
concept of addressee and utterance plan; the concept of input and output has been stripped 
to the bone. In the absence of a concept of duality in interaction, what is produced or studied 
is only the “dead, thing like shell” (p. 355) of words and structures. If one just views language 
as a discrete system, then the reply to any speech can be predicted as there is an all-
understanding listener immanent in the text, “a mirror image of the author who replicates 
him”, an “ideal listener” (Bakhtin, 1986, p. 165). Bakhtin (1986) acknowledges that any 
utterance is a reflection of, and to some extent a repetition of what has gone before; no 
speaker is “the one who disturbs the eternal silence of the universe" (p. 69); but in a purely 
structural version of language, words have singular, immutable relationships, “No-one 
hinders this word, no-one argues with it” (1981, p. 276). It is a system of “word-mummies” 
(1986, p.168) and “the letter is fully sufficient to the sense and calcifies it” (1981, p. 343).  
Language in many beginner language classrooms can be seen as such a calcified 
system. Words and structures are often presented to students as historically and 
circumstantially immutable, essentialist and infinitely repeatable in any exchange; and all 
potential addressees in the classroom or in the target country are the stereotypical native 
speakers. They are presumed to listen and speak with one voice - to be a target language 
ideal listener, envisaged through the prism of the speaker's identity. However, Bakhtin's 
model of elastic dialogue encompasses the struggle in language to recognise and respond 
to possible difference or otherness in the respondent, even differences amongst 
respondents who are all from the same language and culture. This is the crux of the 
reciprocal aspect of intercultural literacy project; to develop in students a realisation that 
understanding cannot be presumed and that any obstacles are probably due to the 
misalignment of each speaker’s heteroglossia rather than the inherent strangeness of the 
addressee alone. Rather than just chasing a high level of linguistic and pragmatic 
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proficiency, the intercultural speaker realises the concomitant importance of “establishing 
relationships, managing dysfunctions and mediating” (Byram, 1997, p. 38).  
Double voiced discourse 
Related to and to some extent overlapping Bakhtin's (1981) concept of dialogue are his 
descriptions of double voice. Again he seems to use the term in several ways, but for this 
framework I am drawing on the definition of double voice which he uses in Discourse in the 
Novel. Bakhtin describes the speaker and the addressee as both running in two channels 
during interaction. They are collecting options from their personal language experience and 
from the longer experience of their culture, and they are monitoring their actual speech 
choices. This double voice is often an unconscious, reflective channel in one’s first 
language, although more conscious in some written tasks. It is a referential thought process, 
a hypothesising, which makes language much more than a dig-in-the-bag-and-pull-out-the-
right-bit action; and consequently much more challenging. It is a process which involves 
considering simultaneously what one might say in this particular situation and what response 
one might then receive. In intercultural interaction, because the speakers’ referents could be 
unfamiliar to each other, this monitoring of language becomes critical. It needs to be made 
explicit for students to enter into intercultural or intracultural dialogue. 
Yet many tasks and activities experienced by language learners in the classroom are 
objectively presented – the language belongs to no-one and has no connection with the 
students or their lives.  To develop this consciousness of voice in language, learners need to 
be offered opportunities to make meaning, to communicate what they want to communicate, 
and to reflect on the communication. They need opportunities to make many choices about 
language use in many contexts and to reflect on these choices and those of others. Since, 
as I show in Chapter 3, process drama is designed to alternate between imaginative dialogic 
interaction and watching and reflecting on the interaction, it offers the possibility of double 
voiced text and understanding.   
Authoritative and internally persuasive discourse 
According to Bakhtin (1981), dialogue can only eventuate from internally persuasive 
discourse, not from authoritative discourse. Many classroom questioning sequences and 
lecture style deliveries are authoritative in that they brook no questions, no deviation and 
impede personal interpretation. The answers are predetermined by the authority of the 
speaker and by the authority of the limited focus on a specific topic or form. But authoritarian 
discourse can be disrupted by responding to or bypassing it with “internally persuasive 
discourse" (p. 345). This occurs, writes Bakhtin, "When thought begins to work in an 
independent, experimenting and discriminating way" (p. 345).  
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Bakhtin's distinction between authoritative discourse and internally persuasive 
discourse is useful to this thesis in two ways. Firstly, it can be applied to the use of the TL in 
classroom tasks, but it can also inform an analysis of the whole genre of classroom talk in 
the TL classroom. The restrictions of authoritative discourse in the language classroom 
include such limits as who says what when; acceptable gesture, behaviours and signs to 
accompany speech; supposed /imposed significance of words used. These taboos, barriers, 
thresholds and limits are visible in the use of the L1 and the TL to varying degrees in any 
classroom (Tam, 2010). They are there, in Bakhtin's (1981) words,  to "master and control 
the great proliferation of discourses" in such a way as to “relieve its richness of its most 
dangerous elements; to organise its disorder so as to skate round its most uncontrollable 
aspects" (p. 350). As in a complex novel, a language learning environment needs to contain 
masses of language “infected by mutually contradictory intentions and stratifications” (p. 
316) and to achieve this it needs to be used in a social, relational context. Theoretically, 
using drama can provide such a context. In this context, participants then acquire permission 
to transgress and extend the limits of authoritative classroom talk as they draw on and 
extend facets of their identity other than “student”. 
Extending the framework: Halliday and Bakhtin 
Bakhtin’s description of different aspects and kinds of discourse provides a conceptual 
framework for this study. However, in order to build a framework which enables more 
practical application of a theory of language as social practice in the contemporary TL 
classroom, I also draw on some of the work of Halliday (1978, 1993, 2004) and Halliday & 
Matthiessen, 1999). Several concepts from Bakhtin’s work appear to me to sit comfortably 
with a Hallidayan model of language since both theorists construct language as a dynamic 
system for construing meaning in social interaction.  
In the following section I draw firstly on Hallidayan concepts of moment, momentum 
and instantiation to illustrate the importance in interaction of situated meaning making. This 
is in contrast to the TL often apparent in the beginner classroom where situation or context is 
vague. I then examine the concept of genre as articulated by Bakhtin (1986) and Halliday 
(1993), paying particular attention to the way both writers envisage it as a two-faced 
linguistic tool. For both, it is a filter through which a speaker sifts the language at the moment 
of utterance in accordance with cultural convention, but they also stress the speaker’s 
potential to ignore or nudge such convention, crucial to a transformative approach to 
language study.  
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Field, tenor and mode 
Halliday and Matthiessen (1999) see the linguistic system and the instance of interaction 
(the latter is akin to Bakhtin’s utterance) as part of the same process. The system provides 
the semantic possibilities and the grammar or language forms, through which the speaker 
can realise the genre of the text. According to Halliday (1978), there are three considerations 
or meta-functions, which are reflected in each utterance and which affect, usually 
subconsciously, the systemic choices we make; the context or ideational metafunction, the 
relationship between the speakers or interpersonal metafunction, and the mode of delivery 
or textual metafunction.  Halliday (2004) observes that, "It is impossible to activate one 
function at a time; every act of meaning is at once a construing of experience and an act of 
interpreting interpersonal relationships" (p. 34). These metafunctions are realised 
simultaneously in text through the field, tenor and mode, words which are used in this thesis 
according to the following definitions:  
Field refers to the institutional setting in which a piece of language occurs, 
and embraces not only the subject matter in hand but the whole activity of the 
speaker or participant in a setting…and of the other participants… 
Tenor… refers to the relationship between participants…not merely variation 
in formality…but…such questions as the permanence or otherwise of the 
relationship and the degree of emotional charge in it… 
Mode refers to the channel of communication adopted: not only the choice 
between spoken and written medium, but much more detailed choices 
…relating to the role of language in the situation. (Halliday, 1978, p. 33 italics 
added) 
In a traditional model of beginner TL pedagogy, little consideration is given to these 
characteristics of meaning making. Even if some kind of experience, such as shopping or 
travelling is construed in the speech, it is rare to find any interpersonal context, or tenor, to 
realise. Yet this realisation of field, mode and tenor is crucial to the language choices we 
make. In Figure 2.ii, the thought processes which realise the field, tenor and mode altogether 
at the moment of speech are represented by the straight line. Speakers draw on their 
understanding of the workings of the language system in relation to possible meanings (the 
semantic system) and instantiate meaningful speech at a given moment (semantic instance).  
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(Blue text is my addition) 
Semantic system  
(Meaning potential – What options for speech are possible to realise this field, tenor and 
mode of speech) 
 
                                                                                  Semantic instance  
                                                                                   (The specific text)  
 
Figure 2.i. Instantiation (Adapted from Halliday & Matthiessen, 1999, p.33)  
Halliday (2004) describes the point of instantiation as a combination of "moment and 
momentum" (p. 19). In combining these words he is suggesting that speakers combine 
language forms for the moment but only because they are impelled to make meaning for a 
social purpose – the urge to make meaning is the momentum. In order to create language 
relevant to the moment students need a realistic “moment”, one with the potential to carry 
meaning. A competent speaker does not just put one word after the other or construct a 
“good” sentence, but works to a bigger “utterance plan” (Bakhtin, 1981; 1986, p. 81). This 
plan guides the linguistic and paralinguistic choices in each moment of speech (Halliday & 
Matthiessen, 1999; Hasan & Martin, 1989). To develop such a plan, learners need to 
contextualise their text in a specific situation – and then make choices which transform the 
linguistic system into a meaningful utterance (Halliday & Matthiessen, 1999). In classroom 
terms, students need the momentum of a context for communicating and a reason for 
choosing specific language for each utterance.  
  
INSTANTIATION 
(What language the speaker actually deploys for this 
instance, chosen from a range of options within the 
base and influenced by cultural memberships) 
 Chapter 2: Language as Social Practice   22 
Genre in Halliday and Bakhtin 
Bakhtin and Halliday both see language as eternally referential, surrounded by past 
experiences - what Bakhtin (1986) calls “great time” (p. 170) - always struggling to become 
current and always spatially, personally and temporarily complex. Language choice, 
however, is neither random nor completely predictable; it relies on past experiences of 
interaction in different contexts and modes, with different people, to provide the maps which 
speakers use to choose what to say. Each map represents a genre and both Bakhtin and 
Halliday allocate key roles to genre in their analyses of the ways we make meaning through 
language. According to Bakhtin (1986), genre is deeply imbued with cultural referents and 
involved in the maintenance of cultural habits. It is therefore culturally specific - to a greater 
or lesser extent in the increasingly globalised world - and consequently pivotal in any 
exploration of the co-construction of language and culture. In a Hallidayan model, genre is a 
culturally specific form of interacting to fulfil a social function, and can be imbued with one or 
more different discourses - ways of viewing and speaking about the world (Fairclough, 
2012).  
By genres, Bakhtin (1986) is referring to a heterogeneous range of texts, oral and 
written. He maintains that there are not just forms in language but also "forms of 
combinations of these forms" (Holquist, 1983, p. 311). These forms of combinations are 
what Bakhtin calls speech genres. He gives examples of business documents, daily 
conversation and military commands. He writes that each separate utterance is individual 
but each sphere in which language is used develops "relatively stable types of these 
utterances" or speech genres (p. 60). Since genres emerge from the many and various 
possibilities of human activity, they are also boundless in their diversity. They are "the drive 
belts from the history of society to the history of language" (p. 65). The image of a drive belt 
is particularly pertinent to a model of language and culture as infinitely co-constructive: 
To ignore the nature of the utterance or to fail to consider the peculiarities of 
generic subcategories of speech…leads to perfunctoriness and excessive 
abstractness, and weakens the link between language and life. After all, 
language enters life through concrete utterances… and life enters language 
through concrete utterances as well. (p. 63) 
Like Bakhtin, Halliday (2004) sees language as evolving with human life, as learning to 
mean with each other in ever more complex ways. Indeed, Bakhtin might have agreed with 
Halliday’s statement that “language is at the same time a part of reality, a shaper of reality 
and a metaphor for reality" (1993, p. 8), and cultural realities vary widely.  Halliday (2004) 
articulates very clearly his belief that language is our world and is also part of how we 
 Chapter 2: Language as Social Practice   23 
construct our world; it is the way we make sense of it. It is not a mere imitation of what is 
heard and seen. He writes:  
Language neither drives culture nor is driven by it; ...the relation is not one of 
cause and effect but of realisation; that is, culture and language co-evolve in 
the same relationship as that in which, within language, meaning and 
expression co-evolve. (p. 47) 
This model describes a more intricate and simultaneous, co-constitutive link between 
language and culture than Bakhtin's image of genre as the 'drive belt ' from culture to 
language. But the idea of two parts which are inseparably joined together whilst having a 
reciprocal effect is expressed by both theorists.  
As Bakhtin (1981) notes, fictional narrative can encompass both language and culture 
through its characters and settings in time and place and the way they interact; it can reflect 
the reciprocal language culture connection through a range of genres all in one text, 
exemplified by the novel. Similarly, the process drama narrative is an excellent vehicle for 
combining scenarios, events and relationships in such a way as to lead students to 
experiment within, across and at the fringes of generic frameworks. These frameworks will 
be both local and from the target culture and, as a result, students can move from 
unconscious to conscious use of genres and so realise their power to investigate, challenge 
and play with them. This enhances their awareness of intercultural faultlines and encourages 
them to work along them (Kramsch, 1993).  
Genre as constraint and point of change  
Both Bakhtin and Halliday highlight the contradictory aspects of genre; of themselves genres 
are normative and limiting structures, a regulatory framework which guides our social 
interaction; but their relationship with culture means they also contain the seeds of change. 
Halliday (1993) describes the language system as, in many ways, processed and patterned 
and, in a sense, predictable: textual grammar “creates the potential within which we act and 
enact our cultural being…It makes meaning possible and also sets limits on what can be 
meant” (p. 7).  Whilst acknowledging genres are more plastic than basic word and sentence 
forms, Bakhtin (1986) claims they "have a normative significance for the speaking 
individuum, and they are not created by him but are given to him" (p. 80). Their cultural 
purpose is to facilitate and sustain social interaction within the different fields of language. 
According to Bakhtin (1986), because of our familiarity with genres in our first language we 
can sense how an utterance will develop; we can imagine the speech plan of the speaker 
and orientate ourselves, with some hope of success, towards mutual understanding. Genres 
both sustain intra-cultural meaning making and tend to resist innovation from inside or 
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outside the cultural group. This observation is relevant in this thesis to the examination of 
language classroom talk; the traditional genre sustains the tradition of teacher in charge, the 
font of all knowledge. However, for both theorists, since genre is linked to cultural history and 
history is a dynamic process, so too are genres. As human activity evolves, diversifies and 
complexifies, so do genres. 
In different ways, both writers explain the workings of both community (e.g. social, 
political, economic, religious) and personal referents on the way we use genres. Bakhtin 
(1981, 1986) uses the concept of heteroglossia which both conditions and creates 
opportunity for speakers to speak in certain ways. Halliday (2004) stresses more heavily the 
effect of material social conditions on speech.  Through his observations of his baby son, he 
sees language as a product of the conscious and the material impacting on each other. As 
material conditions change, the forms given by language to consciousness also change, and 
are constantly evolving. Halliday (1993) sees the language environment as heteroglossic in 
a more tangible way than Bakhtin does. Socio-economic, ideological, racial, gendered 
values and group memberships are all represented in and causative of the way we use 
language; language is political by nature, and lexis and grammar, including their generic 
form, are carriers of cultural values and practices. Halliday (1993) writes that change in the 
grammar system itself can be extremely slow, but it is, nevertheless, "a metastable system, 
which can only persist by constantly changing in interaction with its environment” (p. 30). 
This image of genre both reveals how language works through culture and culture through 
language, and reveals the boundaries between the two where change can occur. In this way, 
the theory is a sound base for critical pedagogy and for a study exploring the possibilities of 
changing a social practice (Fairclough, 2012), such as language teaching. In the global 
context in which today's students communicate, it is useful to know that one has power over 
language, that rules have been broken in the past, that boundaries between communicative 
systems are porous and pliable.  
Bakhtin (1986) uses the concept of style to explain how we have further potential to 
express our individuality and to affect life through language, despite the controls exerted by 
genre rules. Style can be seen as the point where community heteroglossia and personal 
heteroglossia meet. It is the point at which the speaker decides whether s/he wants to follow 
the genre rules - if they know them -, improvise or “make do” if they don’t know them (Gee, 
1989), or break the rules for some reason.  Expected norms of a genre can be deregulated 
by choosing an unexpected form which leads to either violation or, over time, renewal of the 
given genre. Unexpected forms can be grammatical or lexical; they can be modal and they 
can be discursive. Part of the argument in this thesis is that the traditional genre of language 
classroom talk inhibits the range of modes and discourses permitted in the talk and the non-
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school genres to which learners are exposed in the TL, particularly at beginner level. If the 
genres are limited, they are also limiting in terms of learning, and it is unlikely that 
intercultural language learning can flourish within these limits.   
All speakers have a rich repertoire of speech genres, but, although they use them 
confidently and skilfully in practice, "it is quite possible for us not even to suspect their 
existence in theory" (Bakhtin, 1986, p. 78). This contradictory combination of ignorance with 
facility in use is the usual state of any native speaker. Consequently, in trying to learn an 
additional language, learners can either underestimate the complexity of language in use or 
can become overwhelmed by it. Learners of an additional language need to learn the genre 
rules of both their own and the additional language in order to be able to negotiate between 
them and use them to make new meaning.  As I suggest in the literature review in Chapter 3, 
playing with imaginary worlds and performing different roles, and roles differently, immerses 
learners in new genres so that they learn to match TL to genre in a culturally acceptable 
way. But it also challenges established conventions of language classroom interaction and 
gives learners more opportunity to personalise and take control of their TL speech. This is 
difficult, and the concentration required can increase their awareness of how they speak to 
whom and of the unpredictability and layers of meaning in interaction. In coping and 
negotiating with unpredictability, speakers are forced to exercise "evaluation as a necessary 
aspect of dialogic cognition” (Bakhtin, 1981, p. 161); as I show in Chapter 3, such dialogism 
is a key not just to communication in a bilingual situation, but also to the multilingual and 
multicultural encounters which increasingly characterise contemporary intercultural 
communication (Kramsch, 2011; Byram, 2006).  
Conclusion 
Bakhtin and Halliday contribute to a critical view of language pedagogy which reveals the 
way language works on us (teachers and students) in the hope that we (teachers and 
students) can be encouraged to work on language. They provide two complementary lenses 
for viewing language learning as a journey towards intercultural literacy. The framework 
recognises the complexity of negotiating a “maximum of mutual understanding” (Bakhtin, 
1981, p. 270) when the language is “ideologically saturated” and represents “a world view” 
(p. 271). It acknowledges that any utterance immediately has a relationship to a finalised 
whole and to an unfinalised whole – nothing is as peaceful and cosy as language syllabuses 
and textbooks would have us believe (Ritchie, 2005).  
Both theorists contribute to the picture of the variety and complexity of speech. 
Halliday (1978) provides an analysis of the choices and limitations of language forms in 
relation to field, tenor and mode of the actual interaction. Bakhtin (1981, 1986) places these 
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interactions in their historical context.  In words which are still unheeded in many language 
classrooms, he asserts that language teaching which just requires words to be strung 
together happens “only when the methodological guidance is poor” (p. 86). Because of their 
history, linguistic words and forms are increasingly multi-faceted, “shot through with 
intentions and accents", “half someone else's", only temporarily one's own (1981, p. 293). 
Consequently, a Bakhtinian model of language provides a framework which represents 
language as the border between self and other, between self and society, between past and 
present, between one culture and the next. It is a model which reflects the co-constructive 
dynamic of language and culture.  
 
(Please note that in this thesis I use the word “speech” in a Bakhtinian sense to mean 
any communication between a language user and a listener, including the written word.)  
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Chapter 3  
Literature Review  
This review of literature relevant to the study is in four parts. I first place intercultural 
language learning in its historical context of classroom communicative language teaching 
(CLT). Since this research is set in Australia, I pay particular attention to task-based learning 
(TBL) as it was the immediate predecessor to the Australian intercultural turn in terms of 
curriculum frameworks and professional development. In connection with TBL I also review 
work on focus on form/forms and group interaction as they are significant elements of all 
recent models of language teaching, including intercultural language learning. I go on to 
review work which illustrates the development of a concept of intercultural language learning 
and intercultural literacy as classroom practice, and discuss the implications for language 
classroom interaction. I briefly review references to the intercultural in languages education 
policy documents, including the new Australian Curriculum (2011) and discuss the persistent 
gap in the intercultural field, recognised in the literature, between policy rhetoric and 
classroom practice.  
In the third part of the chapter, I review literature surrounding drama and language 
learning and make a case for the pedagogy as a possible way to develop the intercultural 
dimension of language learning in a beginner foreign language classroom. Firstly I provide 
an overview of the literature on drama and literacy/additional language learning. I then draw 
on the literature to describe process drama as a structured, spontaneous and multimodal 
pedagogical form. I review studies which have used process drama in the TL classroom, 
including examples of the limited literature which brings together process drama and 
intercultural language learning. Finally, I bring together literature on aesthetic engagement 
and on intercultural exploration of the “other” to offer the possibility that intercultural 
language learners, exploring new perspectives, might well hitch a ride on the back of the 
potentially transformative effects of aesthetic engagement.  
 Communicative language teaching 
For several decades the official model of effective language pedagogy has been 
communicative language teaching (CLT), and functional, verbally communicative 
competence or proficiency remains the core goal of most additional language courses in 
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classrooms around the world. To introduce this literature review, I briefly examine the 
evolution and characteristics of CLT and take up Kumaravadivelu’s (2006) position that it is 
an umbrella concept, whose historical relationship to several models of language makes it 
difficult to define, develop or challenge. Many versions of CLT, however lack any concept of 
language and culture as co-constitutive, preferring to focus on language in most lessons, 
and to look at culture separately, if at all, as a more material conglomeration of festivals, 
food and folklore (Carr, 1999; East, 2012; Lo Bianco, 2003). Sometimes the separation is 
compounded because the language study is conducted in the foreign language while the 
cultural lessons are conducted in the shared language.  
During the twentieth century, the purpose of language learning shifted from being able 
to access the literary canon of a culture and to translate written documents, to being able to 
talk to real people in everyday situations. CLT was intended to build student confidence to 
deal with “real” native speakers by having authentic communicative experience in the 
classroom. A concomitant development, owing much to Krashen’s (1983) theory of 
comprehensible input, was an insistence on the use of the target language, often 
exclusively, in the language classroom.  
During the 1970s and 80s, CLT became firmly entrenched in many Western primary 
and secondary contexts, but in a variety of forms (Kumaravadivelu, 2003; Larsen-Freeman & 
Freeman, 2007). These forms all absorbed different ratios of historical and evolving methods 
and concepts such as grammar translation, audio-lingualism, comprehensible input, pushed 
output, collaborative work, textbook reliance and authentic resources. Despite the lip service 
to life-like communication, many CLT courses still essentially treated language as a body of 
knowledge to be delineated and learnt, often relying heavily on textbooks (Cross, 2005). In 
this model, the target language is seen as a body of content which can be memorised over 
time as discrete, decontextualized morsels of vocabulary and grammar, then miraculously 
matched to real situations in predictable ways. Michaels & Sohmer (2000) talk about 
representational signs we develop, which become increasingly simplified and removed from 
the rich and complex reality they were intended to signify; “the explanation is mistaken for 
that which it was to explain”. Classroom learning in this model, which still prevails in many 
sites, is fixed and unrelated to the messy, multi-functional interaction which occurs between 
specific individuals in specific times and places in real life. It deals in “word mummies” 
(Bakhtin, 1986, p. 168) , words with no interactive relation to the lived environment, rather 
than the “collaboration”, “conflict” and “negotiation” which characterises meaning making 
(Halliday & Matthiessen, 1999, p. 2). 
During the 1980s and ‘90s, the increasing interest in language as a highly complex 
social practice provided a challenge to the more limited models of CLT, with Halliday's 
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(1978) pivotal work on functional linguistics contributing to a widening of the range of 
activities presented in textbooks and in classrooms. Until the mid 1990s, however, the 
articulated core goal of language teaching generally remained everyday communicative 
skills, developmentally accumulated via a focus in interaction on specific language forms and 
lexis (Larsen-Freeman & Freeman, 2007; Scarino, 2007b).  
Key developments in communicative language teaching 
Many research and classroom repercussions of the CLT approach have been experienced 
since the 1980s and several of them are relevant to this work because of their relationship to 
either intercultural language learning or process drama strategies. In particular, the CLT 
variation known as task-based learning (Nunan, 2004; Skehan, 2002; Willis, 1998) is 
significant as, in Australia, it is the pedagogical backdrop against which the intercultural shift 
of the last fifteen years has materialised. Moreover, my mid-life training and early work as a 
language teacher, like many other contemporary practitioners, was predominantly informed 
by a task-based, learner-centred, focus on form approach. In 2003, Liddicoat et al suggested 
that TBL is not conducive to intercultural language learning. Although Liddicoat and Scarino 
(2013) have recently modified this position, their earlier criticism could have contributed to 
intercultural language learning evident in some classrooms. In this research I began from the 
premise that TBL is a satisfactory but insufficient basis for intercultural language teaching. 
Following a review of the literature around task-based learning, I discuss the associated 
issues of focus on form/forms and group collaborative work. As I show in the data analysis, 
these issues remain significant to an intercultural model of language learning.  
Task-based learning and focus on form/forms 
Task-based learning (TBL) is a way of structuring classroom practice around a series of 
communicative tasks. In most models of TBL, the basic presumption is that a language task 
is always an interaction for a social purpose, involving at least one of the four macro-skills:  
reading, writing, speaking or listening. However, there were and are multiple interpretations 
of what this oral interaction or written task could look like, as is evident in Ellis’s (2003) 
review of the field and in East’s (2012) discussions with New Zealand teachers and 
language advisors. In this section I provide a summary of these various definitions and I 
show how discussion of TBL is intimately bound up with a pivotal issue in the field: the 
relationship between focus on meaning, focus on form and focus on forms (Loewen, 2011; 
Long & Robinson, 1998).  
TBL evolved, in part, in response to Swain’s (1985) significant work with immersion 
students (in this case, learners studying a range of school subjects through the medium of 
French) which highlighted the importance of creating opportunities for students to be pushed 
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to hypothesise about the form of the language they were using. This necessitated designing 
tasks which required learners to use language in a way which required more than a “Yes” or 
a closed response and which encouraged grammatical experimentation and socio-linguistic 
appropriateness. Swain’s (1985) output hypothesis pointed to four benefits of pushing 
output; learners would practise language, notice language forms, hypothesise about 
language forms, and reflect on language forms.  In doing this they would move between 
semantic (meaning) use and grammatical (form) knowledge (Swain, 1985).  
In effect, Swain was questioning Krashen’s (1983) thesis that comprehensible input 
was all learners needed to make meaning and to learn correct forms and gradually the 
discussion has evolved into one around focus on meaning, focus on form and focus on 
forms. Briefly, in a focus on meaning approach it is anticipated that learners will interact in 
the target language without having their attention drawn explicitly to the structure and forms 
of language such as grammar, syntax, vocabulary, or pronunciation before the task. Such an 
approach presumes heavy reliance on TL use in the classroom as it draws on models of L1 
and in-country acquisition for its validity. In general, current research favours some kind of 
activity to direct or elicit learners’ attention to the form the language takes in certain contexts 
(East, 2012; Loewen, 2011; Long & Robinson, 1998; Spada, 2011); either a focus on form or 
on forms. Focus on forms implies a more traditional approach to language teaching based 
on the PPP (presentation, practice, perform) model (Loewen, 2011); a grammar point is 
presented by the teacher (in the early stages this is often a vocabulary list and/or chunks of 
language), and then learners practise it using some kind of language drill or game. They 
then create or respond to a text which incorporates or relies on this language form. The TL 
can be limited and stilted due to the imperative to use a specific form (Richards, 1999). The 
class then moves on to the next form in the program. This is the “building block” approach to 
language learning (Nunan, 2004) and as East’s (2012) work with teachers attests, this 
metaphor is still present in the teaching world.  
A focus on form approach, defined clearly and at length by Long (2001), but which I 
précis here, regards meaning as primary and form is only a focus insofar as it is needed by a 
speaker to complete a task. It involves a temporary shift in focal attention to linguistic 
elements such as vocabulary or grammatical structures, triggered by specific student 
problems with comprehension or production of language. Syllabuses in most jurisdictions 
pre-suppose some focus on form in the program, especially in senior or high stakes 
syllabuses and sometimes stipulate which form occurs at which stage of learning. Partly for 
this reason, in this thesis and in my own practice, I suppose some kind of task-related focus 
on form to be necessary, but I also reflect on the need to consider 21st century student 
engagement when juggling the meaning and form issues (East, 2012). To exemplify the 
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applications of TBL and focus on form/forms in the classroom, I refer to the work of Nunan, 
Skehan and Willis, written at the height of the TBL “turn” in Australia in the 1990s and early 
2000s, and to the recent work of East (2012) whose research concerns foreign language 
teachers who are making a change to TBL in relation to the New Zealand syllabus. This 
account of teacher change is particularly pertinent to this thesis. 
How one defines a task is related to how one integrates and balances the elements of 
meaning and form in a teaching and learning program and how one sequences them (e.g. 
East, 2012; Ellis, 2003; Nunan, 2004; Prabhu, 1987; Skehan, 2002; Willis & Willis, 2007). 
The literature on TBL and focus on form is copious and space precludes a thorough 
discussion. I have found, however, that definitions of tasks can be seen as falling loosely into 
three categories and, after listing these categories, I provide more specific examples from 
the literature which define task and which discuss the place of focus on form in TBL. 
Learning experiences defined as tasks include:  
a. language focus activities: relatively decontextualised drills focusing on language 
forms including vocabulary (e.g. games such as number bingo; scripted mini-
dialogues; worksheets such as sentences with verbs missing); 
b. semi-contextualised tasks:  often require use of specified forms but involve 
somewhat contextualised interaction; they largely lack a sense of genre or 
addressee other than teacher (e.g. prepared role play using future tense in some 
way, prepared speech about one’s pet, written paragraph describing the target 
country);  
c. open-ended tasks involve contextualised interaction using any language to hand; 
tasks closely linked to the world beyond the classroom (tasks more commonly 
found in intermediate or advanced classes, e.g. letter to editor on a chosen topic). 
As is evident from this list, many language programmes are a mixture of approaches (East, 
2012). To summarise, language focus activities (a) represent a focus predominantly on 
specific language forms. Semi-contextualised tasks (b) often have a functional aspect, such 
as describing or requesting something but are largely designed to practise an associated 
form such as adjectives or the question form. Genuinely open-ended tasks (c) are far less 
common, and represent a focus on meaning making. In this case, any focus on unfamiliar 
forms is included, as needed, for students to better express personal meaning within the 
genre prescribed. In their research into vocabulary learning, Joe, Nation and Newton (1996) 
found that learners benefitted from opportunities to notice the words, practise the words and 
generate them in a new context. Applying that distinction to the tasks defined above, form 
focused activities usually only offer the chance to notice and repeat language, but the semi-
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contextualised and open-ended tasks listed allow for some regeneration and manipulation of 
language, especially the open-ended tasks.  
Nunan (2004) makes a distinction between “pedagogical tasks” and “real world tasks” 
(p. 1) and appears to take it for granted that real world tasks cannot be achieved in the 
classroom. Researchers such as McKay (2006) and Skehan (2002) are more insistent that a 
communicative task has some sort of relationship to comparable real world activities; but 
Skehan adds the caveat that task-based teachers need to be alert to the pitfalls of engaging 
in purely naturalistic language tasks, claiming that a focus on language form, related to the 
task in some way, is necessary for classroom learning to occur. There is, however, no 
prescribed language form to be used for the task. This is a focus on form approach 
embedded in more open-ended tasks (Long, 2001). 
In advocating TBL, Willis (1998) delineates a focus on form approach or task cycle, as 
shown in Figure 3.i, where much of the language focus work comes after the performance of 
an open-ended task, to consolidate what learners experimented with in the task through 
reflection and further practice. This is in contrast to task-based practice where reflection 
happens before and/or during the task performance 
Pre-task 
Introduction to topic and task instructions 
 
 
Task Cycle 
Task                       Planning                      Report 
 
 
Language focus 
Analysis and practice 
Figure 3.i. Post-task reflection on form (J. Willis, 1998, p. 4)  
In Willis’s model (Figure 3.i), the final reflection and practice could encompass several 
linguistic forms used in the task, but it is also related to the discursive form of the text. In this 
approach the beginnings of a more overt sense of genre can be seen – language and textual 
form chosen to suit the specific functional purpose and situation of the interaction. Like, for 
example, the role plays in process drama (Appendix B), this approach allows learners 
initially to “have a go” without worrying about accuracy and unknown forms. As Willis (1998) 
asserts “Meaning and use must come first. It’s no use spending a lot of time teaching 
decontextualized word forms or patterns that cannot be accommodated by the learner” (p. 
4). Here she highlights the importance of language in use and learner differential, both of 
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which are crucial to this study of language learning in a class of beginners with diverse prior 
experiences.  
Skehan (2002) supports Willis’s assertion that all learners cannot cope with the same 
form focused input at the same time and states that open tasks with intermittent linguistic 
focus when necessary offer opportunities for this differentiation in learning. He even goes so 
far as to suggest that a focus on forms approach to TBL, in sustaining the systemic, lock 
step approach to learning, serves only the interests of the textbook publishing industry, not 
those of the teacher or learners. I have much sympathy with this stance. 
The work of East (2012) with teachers adapting to a focus on form/task-based syllabus 
also highlights the neglect of the learners in much of the work on focus on form/s. In 
attempting to find a productive approach to teaching students how to use language or to 
cement their knowledge of forms, it is futile to ignore the complexity of learner diversity 
(Spada, 2011) and the affective dimensions of the classroom which affect investment in 
learning (Imai, 2011; Norton & Toohey, 2011; Swain, 2011). Many discussions around the 
depth of the form focus or its duration (e.g. Loewen, 2011) appear to presume that the topic 
of focus will be identical for all learners in any one class. As East’s (2012) work 
demonstrates, teachers often create a blend of methods which are more intimately suited to 
their own classrooms. Kumaravadivelu, (2003) suggested some of this eclecticism implied a 
lack of theory or thought behind the teaching; East’s (2012) quotations paint a picture of 
teachers who have, mostly, made a practical and thought-through decision to take what they 
can from the old and the new. Many are aware that, unless one is fixated on a native 
speaker fluency model, boredom and incapacity to cope with grammatical terms are as 
important considerations for learning as accuracy of form. As one teacher put it, “…there 
should be joy in language, there’s nothing worse than “what we’re doing today is the perfect 
tense” (p. 117).   
Collaborative group interaction 
TBL also brought renewed focus on creative interaction between learners as a class or in 
small groups. In the version of TBL such as that advocated by Willis (1998) and Skehan 
(2002) the more open nature of communicative tasks makes them more challenging, 
therefore collaboration could help learners to achieve more (Crawford, 2000; Donato, 2004). 
Even in versions of TBL which were more primarily focused on forms, the emphasis on 
social interaction implied more partner or group work. This implication, however, needs to be 
set against the ambivalence of some language teachers towards group work, illustrated by 
the title of a research article by Wilhelm (1997) about group work with pre-service teachers: 
Sometimes Kicking and Screaming.  
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Research on group collaboration and whole class collaboration are both significant for 
this study. The benefits of collaborative small group work have been widely researched in 
various language and literacy arenas (e.g. Haworth, 1999; Mercer & Littleton, 2007; Oxford, 
1997), but there is room for only a brief overview here. In the FL field Donato’s (2004) work 
is relevant to exploratory classroom practice since it accommodates both positive and 
negative perspectives, including: 
 group work provokes anxiety, and contains it by making tasks more do-able;  
 It contains silence and competition;  
 Time is needed “to establish social relations necessary for collaboration”  
 It can marginalise some learners and reward others disproportionately.  
 It necessitates shared conversational goals which are perceived as legitimate. (p. 
287) 
He states that more research is needed on group collaboration in beginner foreign language 
classrooms and that it needs to investigate the collaborative process together with the 
resulting language produced. The video recorded classroom data from this study enabled 
this kind of investigation in relation to the joint construction of dramatic narrative. 
Research into whole class collaborative language work is also pertinent to this study. 
Class co-constructed texts have been widely exploited in primary language and literacy 
programmes and EAL classrooms in New Zealand and Australia. However, genuinely 
collaborative text construction in TL language classrooms has been little reported, one 
exception being Kramsch and Sullivan’s (1996) engaging article on class collaboration in 
Vietnam. Here, in a class discussion focussing on “visiting the doctor”, learners build on 
each other’s and the teacher’s utterances, often playfully, to interact and learn from the 
teacher and each other. Kramsch’s construct of class as family resonates with Donato’s 
(2004) assertion that group relationships need time to become productive and supportive. 
Affect and group interaction 
Collaborative talk can bring cognitive and affective benefits to the learners when engaged in 
challenging open-ended task work. For example, Swain (2003) has developed and re-
explained the output hypothesis, rejecting the conceptualisation of output by some 
researchers as a one way product and defining it as a process, and one which is facilitated 
by “languaging” (Swain, 2005, p. 2). Languaging for Swain is an interactive way of noticing 
and reflecting on language which one has produced in conversation with oneself or with a 
partner or group. It promotes noticing and reflection on the output - or language in use - in an 
effort to improve its form and hence its semantic capacity.  
 Chapter 3: Literature Review  35 
More recently, Imai (2011) has extended research into collaboration in the language 
classroom by exploring internal affective group relationships, or intersubjectivity, more fully.  
She undertook two case studies, video recording two groups of university learners of English 
in Japan (English as FL) as they prepared for an oral group presentation in the FL. She also 
used emotion logs, emotional temperature questionnaires and stimulated recall interviews.  
Her work is relevant to engagement in language learning and the benefits of group 
interaction; she demonstrates the importance of emotion, often negative, to group relations 
and to the language work done. She reports that the emotionality was not a by-product of the 
task, but it “mediated the group’s collective thinking in a way that transformed the content of 
the goal” (p. 288), in this case from accepting the teacher’s confusing feedback to taking 
agency and reformulating it.  
Swain (2011) too has highlighted the long neglect of the emotional dimension of 
language classrooms, calling it “the elephant in the room – poorly studied, poorly 
understood” (p.1), and possibly, therefore, a contributory factor in student disengagement. 
Swain concludes that if we sideline emotions we may forfeit the opportunity of 
“understanding what makes our students tick” (p. 11). These are issues which pertain to the 
act of intercultural communication and to the engagement in language learning. With 
reference to the latter, Swain and Deters (2007) claim that “in our goal to understand L2 
learning, we must pay balanced attention to social, cognitive, and affective aspects that bear 
on the ways we learn an L2.” (p. 831). This work is congruent with Donato’s (2004) 
identification of emotional experience and potential which affect learner’s attitudes and 
performance in a group situation. These include: the social and personal significance of the 
task; the historical and cultural backgrounds – or heteroglossia – of each learner, and the 
personal and affective relationships in the group, or what Haworth (1999) terms “competition 
for interpersonal space” (p. 108).  
The establishment of “relational identity” (Donato, 2004, p. 295) becomes even more 
complex once the group members have multicultural and cross-cultural identities. Kramsch 
and Whiteside (2008) and Kramsch (2009, 2011) have acknowledged the complexity of this 
kind of intersubjectivity in their research with small group encounters of multilingual 
speakers. They demonstrate how learners manipulate the interaction to represent who they 
are and to “approximate for oneself someone else’s language” and to “shape the very 
context in which the language is learned and used” (Kramsch & Whiteside, 2008, p. 640). 
They refer to this agency and style of participation as “shaping the multilingual game one 
invests in” (p. 667). For many prominent applied linguists the languages classroom has 
become a multi-layered ecological space (Kramsch, 2009; Kramsch & Whiteside, 2008; van 
Lier, 2002) where language meets culture and cognition meets affect.  
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In this introductory part of the review, I have used the literature to contextualise, 
historically and methodologically, the development of intercultural language learning in the 
West. I have highlighted definitions of task-based learning and the associated issues of 
focus on form/meaning and collaborative group work, all of which are relevant to this thesis. I 
next focus more specifically on intercultural language learning. 
Intercultural language teaching and learning 
Research work in the field of linguistics and applied linguistics since the 1980s has 
increasingly made the concept of ‘”communicative language” more complex. Saussure’s 
(1906-11/66) idea of language as two separate functions, langue and parole, has given way 
to a more integrated model of a language system and its context such as that of Halliday 
described in the previous chapter. Definitions of communicative competence rather than 
systemic language knowledge began to emerge (Canale & Swain, 1980; Savignon, 1983). 
Canale & Swain listed grammatical competence, sociolinguistic competence (made up of 
socio-cultural rules of use and discourse rules) and strategic competence as necessary 
communicative skills, thus recognising the social embededness of language and 
acknowledging the strategic work that is often necessary to make meaning with less than 
fluent TL. Further interrogation of the traditional CLT model led to the gradual addition of an 
intercultural dimension to language learning based on a dynamic, socio-cultural model of 
language (Byram, 1997, 2009; Fitzgerald, 2003; Guillerme, 2002; Kramsch, 1993; Kramsch 
& Whiteside, 2008; Lo Bianco, 1999; Scarino & Liddicoat, 2009), akin to that presented in 
Chapter 2. As Lo Bianco (1999) notes, "sooner or later technicians run into culture" (p. 58).  
A review of the literature reveals that intercultural literacy and intercultural language 
teaching and learning are terms now widely employed across the globe in the field of applied 
linguistics. Complementing this is work on language, power and multilingual identity (e.g. 
Kramsch, 2011; Kramsch & Whiteside, 2008; Norton & Toohey, 2011; Pennycook, 2003).  
researchers have focused on the increasingly multilingual, multicultural nature of language 
classrooms and the implications of such hybrid learning communities for definitions of 
intercultural communication (Kramsch, 2009; Pennycook, 2010). As a whole, the research 
literature creates a version of language use and language learning as sites of both infinite 
struggle and infinite possibility. In this section of the review, I explore the evolving definitions 
of intercultural language learning, highlighting significant classroom and theoretical studies 
to exemplify different aspects of the developing practice. Rather than define intercultural 
language learning categorically at the start of the thesis I have chosen to simply discuss 
significant models which have influenced my thinking and I can  thus take the reader with me 
as I confirm, interrogate and expand aspects of the different models in relation to this 
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beginner language classroom. In this way my principles of intercultural language teaching is 
a process of professional becoming rather than an authoritative discourse (Bakhtin, 1981).  
Culture and language   
The abstract and evolving understandings of the term culture mean that conceptualising 
intercultural literacy is complex. Culture is, as Witte and Harden (2011) note, “A vague and 
oscillating concept” (p. 487). Throughout the twentieth century, notions of culture were 
variously associated with a range of disciplines, including anthropology, sociology, 
ethnography, psychology, literature and the arts (Lo Bianco, 2003). Culture was often seen 
as something one had or did not have. In 1934/58 Dewey was writing about a child from a 
cultured home in contrast to one from a slum tenement (p. 40). Such comments as, “He’s 
uncultured” - referring to a person who lacked knowledge of a certain kind of, for example, 
canonical theatre, literature and art - made sense for many in the first half of the twentieth 
century. It is a view of culture as something discrete, relatively concrete and associated with 
an educated and largely privileged middle class.   
Because of this limited interpretation of culture, much twentieth century languages 
pedagogy concentrated on language as a stable structure of words and sentences, separate 
from any concept of culture (Lo Bianco, 2003). If culture was part of the classroom 
experience it was usually represented as separate and tangible, usually linked to artefacts 
such as beer and sausages, rivers and mountains, origami, and fried rice; the kinds of things 
Slee (2005) refers to as “Steel bands, samosas and sari” events. Carr (1999) refers to this 
approach to culture as an "essentialised colourful difference" (p. 103) model, epitomised by 
urban ethnic food festivals and school “multicultural” days. However, by 1973 Maxine 
Greene was already rejecting the assimilationist and empathetic awareness approaches of 
early multiculturalism (Chiro, 2010), suggesting that an education for the 21st century needs 
to allow for imagining “the familiar hearts of strangers” (Greene, 1973, p. 226). Her 
juxtaposition of the word stranger with familiar questions whether any kind of coherence is 
indeed attainable in the different worlds we inhabit, the different groups to which we belong 
and from which we are excluded. Rather, she suggests we aim to begin having a reciprocal 
effect on one another (p. 228) as coherence can quickly become rigid uniformity and 
conformity.  However, Greene was unusual; much of the work on language and culture pre 
1990 was underpinned by a rather hands-off approach to intercultural work; empathy and 
awareness were what were aimed for – just a peep over the fence.  
In 1993, Kramsch's key work set out to articulate more clearly the relationship between 
language and culture in relation to language learning. More significantly, she gave 
convincing illustrations of her ideas from her research, using for example the style of a Coke 
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advertisement in Russia compared to North America.  She also, with others, mooted the idea 
of a “third place” (p. 236), neither one culture nor the other, but one where reflection on 
language and cultural membership could be done both inwards to the home culture and 
outwards to the unfamiliar culture. Although the notion that one could ever inhabit any such 
neutral space has been critiqued, also by Kramsch herself (2009), some kind of refractive 
element has become the crux of intercultural language learning in many quarters.  In 
Australia, works by Carr (1999, 2003), Liddicoat & Crozet (2000) Liddicoat and Scarino 
(2010) and Lo Bianco (2003), for example, promote the idea of culture as dynamic and multi-
faceted; reactive with and constitutive of language. They suggest that interaction across 
cultural and linguistic boundaries can encourage reflection on one’s own communicative 
behaviours and those of others (Carr, 1999) and create a space for dialogue across any two 
perceptions (Kramsch, 1993; Scarino & Liddicoat, 2009). Such dialogue is in the Bakhtinian 
(1981) tradition; language evolves through differing cultural practices or socio-cultural 
heteroglossia; therefore intercultural communication involves consideration of other ways of 
meaning.  Language, like culture, is always in-the-making, characterised by what Holquist 
(1986) calls "openness" and "unfinishedness" (p. xii). This characteristic of language can 
provide learners with the opportunity to explore the ways in which we use both/all our 
languages and how they can be practised, hybridised and played with (Pennycook, 2003). 
Intercultural orientations 
Research in the intercultural language field has swelled enormously in the last twenty years 
and is emerging from all ends of the globe including Australia, Taiwan, Japan, parts of 
Africa, Canada, Singapore, France, Finland and Hong Kong. Whole tomes are now devoted 
to the topic (e.g. Witte & Harden, 2011). The work researched is varied and it can be seen 
that intercultural language learning takes place in many contexts, draws on many strategies 
and reflects the various ways in which teachers across the globe construe the intercultural. 
In this thesis, intercultural language learning is not seen as an additional “competence” - an 
adjunct to other competences such as discursive or linguistic.  It is, rather, a way of 
understanding and using language which is permeated by a dialogic but necessarily 
incomplete consideration of each speaker’s socio-cultural heritage and perspectives. 
A Finnish study by Larzen-Ostermark (2008) helps to illustrate this point. She 
interviewed thirteen Finnish teachers of English (as a foreign language) for Years 7-9 and 
found that teachers’ attitudes to culture in the language classroom could be categorised in 
three ways: cognitive (transmission of cultural facts), action (socio-linguistic skills preparing 
students for intercultural encounters) and affective orientations, the latter promoting a 
refractive self-awareness or “bi-directional perspective” (p. 21). Although the literature in 
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general suggests that teachers’ orientations often span more than one of these categories, 
the distinction is useful for this review as it can be used to explore different research 
approaches to the intercultural and to explain my own multi-faceted orientation.  
The cognitive or transmission label refers to the tradition of teaching culture 
separately, as knowledge about such things as climate, food and festivals – what I will call 
artefactual learning. It is illustrated by Lambert’s (1999) use of language in a collection of 
papers he edited. He separates language from culture by writing of the "content and amount 
of cultural infusion" (p. 65), suggesting some parts of language need it and some do not. He 
goes on to discuss “portions” of culture being “given out” (p. 65) as if the knowledge is 
transmissible in toto, neatly parcelled. Furthermore, he distinguishes between non-cognate 
and cognate languages suggesting that much of the intercultural work is only necessary for 
the former, an untenable position if one holds that language and culture are always by 
nature co-constitutive (Carr, 1999). 
The “action” orientation identified by Larzen-Ostermark (2008), which I will call socio-
linguistic is another way of approaching the intercultural. In Hallidayan terms, the socio-
linguistic approach focuses on the ways the same field, tenor and mode are realised 
differently in different languages. For example, Liddicoat and Crozet (2000) describe the 
difference between greetings and leave takings in various languages, pointing out that 
textbook interactions rarely capture this kind of specificity. Cunningham and Vyatkina’s 
(2012) research focused on web conferences between language learners and TL speaking 
professionals, which facilitated an understanding of the importance of verb mood to the 
formal register. In a practical workshop exposition of a socio-linguistic approach to teaching 
language as culture, Crozet (2011) demonstrated how she guided university French learners 
while reading the transcript of a gossipy group interaction by encouraging them to notice key 
words, word frequency, lexicon and personal pronoun use and the creation of distance 
through the demonstrative adjective.  
The third “bi-directional” approach I will call reciprocal, the term for refractive 
reflection on self, language and other from the draft Australian languages curriculum 
(ACARA, 2011). Such reciprocity is implied in the way Zhao and Coombs (2012) draw on 
Chinese students’ biographies to examine learners’ use of an unfamiliar individualist voice 
when writing in English. They report that the consequent examination by learners of their 
own cultural traditions and beliefs, in relation to the English other, contributed to their identity 
as global citizen. A reciprocal dimension to intercultural language learning is also exemplified 
in Australia in work by Carr (1999, 2003), and in some of the Discussion Papers (Crighton, 
2007; Liddicoat, 2007); Scarino & Crighton, 2007) posted on the website of the federally 
funded ILTLP, referred to in Chapter 1. This was a national project, designed, in the words of 
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one of the project team, “to position the teacher as central, recognising the teacher’s stance 
or perspective as crucial in understanding and enacting intercultural language teaching” 
(Kohler, 2010, p. 181). Research data, also posted on the website, included revealing 
interviews with teachers and I explore this research further under the section below, The 
intercultural language teacher.  
A reciprocal approach is also linked to the part languages education in schools can 
play in the wider educational purpose relating to learners as democratic citizens (Byram, 
2006). Starkey (2005) identifies language classroom content as an obstacle to the potential 
of language learning as citizenship education. He advocates introducing controversy into the 
languages classroom to promote both citizenship education and language spontaneity. To 
this end, he encourages the promotion of focus topics which are outside the learners’ 
personal sphere to avoid the boredom and linguistic limitations associated with recycling of 
topics such as family, school life and careers, topics which Kramsch (2006b) calls the 
“familiar furniture of the universe” (p. 102). This concern with citizenship is also central to the 
work of Byram (1999, 2006), which is hugely influential in European languages policy (Diaz, 
2011).  
The most recent model of intercultural language learning developed by Byram (2006) 
connects language learning overtly to learners’ education as citizens at home and abroad. It 
is, again, a model of communicative competence, but it highlights the critical element of 
language education for local and global citizenship (Byram, 1997, 2006). The model is 
overtly reciprocal, Byram (2006) suggesting that “with the help of a comparative juxtaposition 
one is able to comprehend what might otherwise be too familiar in one’s own culture or too 
strange in another” (p. 117). When suggesting that there is a difference between being 
interested in someone's cultural influences and being influenced by them, Byram (2006) 
quotes Berlin who suggested that intercultural literacy is not about adopting the values of 
others, but about being able to "grasp how one might be a full human being,…with whom 
one could communicate…and at the same time live in the light of values widely different from 
one's own" (Berlin in Byram, 2006, p. 125). As Byram (2006) notes, common values are not 
a necessary precondition of successful communication; such a presumption is based on an 
essentialised and unquestioning view of what constitutes community values and beliefs. The 
very difference in values is the reason intercultural literacy skills are needed.   
The model of language learning proposed by Byram (2006) combines the older 
conceptualisations of linguistic, sociolinguistic and discourse competence with intercultural 
competence, involving five savoirs – which are a range of awareness, skills and attitudes:  
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1. Attitudes: curiosity and openness, readiness to suspend disbelief about other 
cultures and belief about one’s own (savoir être). 
2. Knowledge: of social groups and their products and practices in one’s own and in 
one’s interlocutor’s country, and of the general processes of societal and individual 
interaction (savoirs).  
3. Skills of interpreting and relating: ability to interpret a document or event from 
another culture, to explain it and relate it to documents from one’s own (savoir 
comprendre).  
4. Skills of discovery and interaction: ability to acquire new knowledge of a culture 
and cultural practices and the ability to operate knowledge, attitudes and skills 
under the constraints of real-time communication and interaction (savoir 
apprendre/faire).  
5. Critical cultural awareness/political education: an ability to evaluate critically and 
on the basis of explicit criteria perspectives, practices and products in one’s own 
and other cultures and countries (savoir s’engager). (Byram, 2006, p. 118) 
This is a comprehensive description of intercultural learning, but not without its critics. 
Scarino (2009) critiques the lack of any interrelationship described between linguistic 
competence and the savoirs, and the lack of a development aspect to the savoirs. Diaz 
(2011) too suggests that the model lacks explicit connection between the savoirs which 
could help syllabus writers and teachers make links between the more grounded, 
interactional savoirs and the attitudinal ones. However, in an edited book, Byram, Nichols 
and Stevens (2001) did bring together several examples of ways to integrate intercultural 
theory into classroom practice.  
A particularly clear example is offered by Tarasheva and Davcheva (2001) who 
designed experiences to distance their Bulgarian learners of English (aged 15) from their 
own culture and reflect on how it appears to outsiders. Taking as their starting point the 
physical and symbolic significance of mountains in Bulgarian life, they make “no attempt at 
informative geographical descriptions” (p. 46) but focus on mountain as a place and as a 
concept. They used a series of illustrated stories from Bulgarian children’s tales which 
featured mountains in some way, literally and symbolically. The authors felt that having to 
listen to familiar Bulgarian tales told in English helped the learners gain distance from their 
cultural world, as did reading their childhood stories from a more adult perspective and in a 
foreign language. Using a detailed oral storytelling, combined with critical visual reading, 
they drew out connections and ideas from the learners which touched upon the “subtle 
mechanisms of forming identity” (p. 58). This practitioner research exemplifies the wide-
ranging application of Byram’s model where different savoirs are developed together, 
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through using the TL to reflect on one’s first culture literary texts. Such reflection on cultural 
identity is a way of knowing, thinking and being which can infiltrate learners’ lives and global 
identities. It clarifies for me, in a way which the Australian ILTLP work (Scarino & Liddicoat, 
2009) does not, why Larzen-Ostermark (2008) described the reciprocal approach as an 
affective one.  
Intercultural communication and multilingual classrooms 
In view of the increasingly multilingual and multicultural nature of language learning 
communities, very recent literature has espoused a less national, less relentlessly bi-lingual 
approach to intercultural language learning (Byram, 2003; Kramsch & Whiteside, 2008; 
Kramsch, 2011; Risager, 2006b). Indeed, recent work by Kramsch (2009) on the multilingual 
subject raises the increasing problem of which culture relates to which language; classrooms 
where teachers are ostensibly teaching one language can be full of speakers of many. 
Indeed, the experience is not limited to languages classrooms; as Byram (2009) points out, 
“intercultural experience may be present in many places where education takes place” (p. 
211). There is a growing number of people and diasporic communities who identify with 
several cultures and languages, sometimes equally, and therefore imbue each community 
with a novel set of referents and habits (Baumann, 2004; Kramsch, 2009). Classrooms are 
increasingly this hybrid kind of space. Classroom research by, for example, Illes (2012) and 
Dooley (2009) present studies which highlight the growing number of situations where 
interaction takes place not across two cultures but across many.  
The difficulty of combining the traditional bilingual approach to intercultural language 
learning with a multilingual and intra-lingual consciousness is a relatively new challenge in 
Western language classrooms. In earlier work it was side-stepped, as in the work cited 
earlier by Crozet and Liddicoat (2000), describing how “the French” like to respond to the 
question, How was your weekend? “The French” were all presumed to be alike in this 
behaviour regardless of cultural origins. In a more nuanced socio-linguistic approach, 
Cowley and Hanna’s (2000) research with university students focuses on the need to 
familiarise learners with the way a specific genre is enacted in French, but they are at pains 
to point out that their aim is to develop a “generic sensitivity” which could help learners to 
adapt to new communicative situations, regardless of prior experience. 
This approach aligns more closely with the work of Risager (2006a, 2006b), Kramsch 
(2009, 2011) and Byram (2003, 2009) on the need to move beyond the bilingual to the 
multilingual and from the bicultural to the multicultural. Risager (2006b) highlights the 
importance of culture “flows” and their effect on language. She suggests that research to 
date had a tendency to essentialise the terms language and culture and associate them with 
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a singular national context. In a somewhat dense analysis of the proposition that language 
and culture are inseparable, Risager (2006a) positions language as part of myriad cultural, 
transnational “flows” which are linguistic, languaculture, discursive and “other cultural” flows 
(2006a, p. 30). Using the example of a classroom project in a German class in Denmark, she 
illustrates how the international importance of the Tour de France cycling race and its 
associated texts mean that the language and discourses around this French cultural event 
are not attached exclusively to the French language: the Danish students read German 
magazines about it; television interviews with riders are multi-lingual; the discourses 
surrounding the race can reflect, for example,  pride in the national race in French, sporting 
interest in a significant European event for German speakers, and a similar global interest on 
the world’s greatest cycling race. In the Danish classroom the language of cycling is further 
complexified through the additional cultural lens of the class learning German as an 
additional language and examining the race through a Danish perspective. The Tour both 
creates and is discursively created across languages as a “linguistic and cultural contact 
zone” (Risager, 2006a, p. 28) and it can equip learners with intercultural lenses for 
discussing the topic in any of their languages.  
Risager’s (2006b) use of the concept of flows seems to describe a world where 
Kramsch’s “faultlines” (1993) between and within cultures are more readily breached. As 
Risager (2006b) puts it, “languages spread across cultures and cultures spread across 
languages” (p. 64). Her example of the Tour is a clear example for me of how a focus on one 
language-one culture limits today’s language learners and ill prepares them for the 
multicultural scenarios they often participate in (or shy away from). 
As Kramsch and Whiteside (2008) comment, it is noticeable “how problematic the 
traditional notions of context have become in a global environment” (para 3). In response to 
such multilingual situations, they developed a concept of symbolic competence, “Symbolic 
competence is the ability not only to approximate or appropriate for oneself someone else's 
language, but to shape the very context in which the language is learned and used” (para 5). 
It involves subject positioning as a language speaker of one or more languages 
(subjectivity), the evocation of cultural memories (historicity), the capacity to create and 
perform alternative realities (performativity) and to reframe an interaction, often to save face 
(reframing). This kind of communicative model requires a series of skills and attitudes which 
can assist communication at a 'hybrid point of interaction" (Lo Bianco, 1999, p. 58).  
The concept of hybridity illustrates the importance of the representation of identity as 
multi-faceted and dynamic in the intercultural sphere. As Liddicoat and Scarino (2013) point 
out, many classroom talk parameters limit the facets of identity a learner can display, and 
this is a key concern of this thesis. In an article on Japanese rap, for example, Pennycook 
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(2003) explores the hybrid language of a text which illustrates the need for contemporary 
youth to express their identities in new ways, ways which reflect multiple cultural 
memberships and incoherence in societies. Kramsch and Whiteside (2008) refer to 
Blommaert (2005) in describing this kind of behavior as identity in performance – “the 
mobilization of a whole repertoire of identity features converted into complex and subtle 
moment to-moment speaking positions” (p. 663). This kind of hybrid cultural expression 
resists attempts by the mainstream culture to reduce identity to a unitary concept or to make 
everyone “see it as I do” (Pagano, 1998). As Goldstein (2007) demonstrates, such hybridity 
can also be problematic for teachers and for classroom intracultural relations. I return to her 
work under the section The Intercultural Language Teacher. 
Intercultural language learning as policy  
In 1999, Byram provided several examples of the way the language-culture nexus was being 
represented in language policy and curriculum documents around the world at that time. He 
observed that the aims of foreign language learning outlined in the British curriculum 
included statements to the effect that language learning should encourage positive attitudes 
to foreign language learning and to speakers of foreign languages, and a sympathetic 
approach to other cultures (Byram, 1999, p. 92). Both language and cultural aims are 
identified but, according to Byram, are somewhat separated and passive in nature. Also in 
relation to the curriculum in Britain, Fleming (2006) maintains that the 1998 Crick Report to 
the British Curriculum and Qualifications Authority made strong claims for the importance of 
dealing with controversial issues related to cultural diversity; but this critical element was lost 
when translated into the curriculum document. 
 The American Standards for Foreign Language Learning (now unavailable online) of 
the 1990s acknowledged, according to Byram (1999), a more intricate relationship between 
language and culture, despite "considerable circumspection about values education among 
American educationists" (Byram, 1999, p. 92). This stance has been upheld in the current 
American document, Standards for Foreign Language Learning in the 21st Century 
(Appendix A[2]), where five strands of learning are now included: Communication, Cultures, 
Connections, Communities, and Comparisons. Although some standards clearly represent 
language and culture as intimately related in, for example, Standard 3.2 (Appendix A[2], 
others do not strongly endorse a reciprocal view of intercultural language learning, and 
apparently see language learning as preceding cultural learning (Standards 4.1 and 4.2). 
 Byram’s own model of intercultural communicative competence has been endorsed by 
The Council of Europe’s Common European Framework of Reference for Languages (Diaz, 
2011). According to Liddicoat and Crozet (1999), a key Australian document of the same 
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period, the National Assessment Framework for Languages, includes no reference to any 
kind of cultural knowledge, but more recently Australian documents such as the Essential 
Learnings for Queensland Foreign Languages Study (Queensland Studies Authority, 2008) 
and other state equivalents do acknowledge the culture-language connection more clearly.  
In New Zealand too there is now acknowledgement in the policy guidelines for classroom 
language learning that learners need to compare and contrast different cultural practices to 
understand more about themselves and become more understanding of others (East, 2012, 
p.136).  
Even more recently, this connection has been firmly embedded in the new Australian 
Curriculum: Languages documentation (ACARA, 2012a). In the general rationale for 
language learning it states, “The development of intercultural understanding is a central aim 
of learning languages that emerges from and improves communication in the target 
language. It is an integral part of developing global citizenship and is a ‘lifelong endeavour’” 
(p. 33). However, this kind of linking of the students' own socio-cultural world and future to 
their language and literacy studies has been slow to percolate into the work programmes 
and additional language classrooms of Australia (Diaz, 2011; Kohler, 2010).  The slow take-
up can be attributed to several causes, as the international literature reveals, including the 
lack of an articulated model of language in a teacher’s pedagogical base (Kumaravadivelu, 
2003), a view of language teaching as subject matter rather than education (Byram, 1997), 
and the difficulty of articulating the construct in a teachable or assessable way (East, 2012; 
Scarino, 2009), all of which I have briefly alluded to above. The part played by the teacher in 
the transition process is particularly relevant to this practitioner action research.  
The intercultural language teacher 
Although assessment per se falls outside the scope of this thesis, the ongoing and 
protracted work into the assessment of intercultural literacy by Scarino (2005, 2007a, 2009) 
and Liddicoat & Scarino (2010) illustrates the difficulty of getting hold of the concept, as, to 
assess, one must first define the construct (Bachman & Palmer, 1996; Scarino, 2009). 
Similarly, Byram (1997, 2006, 2009) is continually interrogating his model of intercultural 
communication It is likely that the slipperiness of this concept is a major contributing factor to 
the uneven extent of pedagogical change in Australian classrooms (referred to in Chapter 3), 
despite the major work and funding which has been invested in professional development 
over the last 10 years (Kohler, 2010).  
Diaz (2011) has recently explored the implementation of the intercultural language 
learning model in a sample of Australian tertiary languages programmes, concluding that 
there is a failure on the part of linguists, applied linguists and tertiary teachers, teacher 
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educators and curriculum designers to traverse the theory/practice divide together. Similarly, 
Kohler (2010) notes that, in the Australian school sector, despite the intensive and sustained 
nature of the work with teachers in the ILTLP, the percolation of intercultural language 
understandings and practices into the wider teaching community appears limited. In 2008, 
Scarino observed that “at present intercultural language learning is perhaps more an 
aspiration than a reality in Australian education, [but] the direction is emerging” (para 05.8). 
In their article, Why is teaching language and culture so difficult? K. Byram and Kramsch 
(2008) clearly recognise the challenge of the change, as does East (2012).  
Teachers of additional languages have varying degrees of familiarity with the countries 
where the target language is spoken. K.Byram and Kramsch (2009) observe that some non-
native language teachers have minimal knowledge of the nature of the language-culture 
dynamic in the target country. Conversely, Schmidt (1998) states that native speakers from 
overseas, being culturally displaced, are potentially very effective mediators across cultures. 
However, Byram (1999) agrees with K. Byram and Kramsch (2008) that being a native 
speaker is not the same as being able to negotiate between languages and cultures. 
Stereotypical representations can emerge from teachers over-familiar with one part of a 
culture as well as from non-native speakers. Intercultural literacy involves an awareness of 
regional and social diversity of the speaker and the addressee (Kramsch & Whiteside, 2008) 
and an exploration of how this diversity affects language. Otherwise there is a risk that the 
teacher’s knowledge will, “foreclose an exploration of cultural difference and mask the 
complexity of cultural experience” (Carr, 1999, p. 104).  
This possibility is illustrated by Goldstein’s (2007) research in Canada. The study was 
situated in a Toronto high school which had many students who lived away from their 
families in Hong Kong. In a four year critical ethnographic study, Goldstein found that the 
assimilationist model of multiculturalism espoused by some teachers precluded meaningful 
communication with the students. In particular, the discourse of abandonment, which 
Canadian teachers imposed on the parents of these children, was an example of a lack of 
cultural knowledge. The names used for the students by teachers and peers such as satellite 
or parachute kids were divisive and had repercussions for learner identity and language 
learning and use. Goldstein demonstrates that an intercultural stance is relevant to 
relationships within the school as well as beyond the nation. The task for teachers to develop 
a bilingual disposition is often challenging; to develop a wider global intercultural literacy is 
even harder as it cannot be limited to the cognitive or verbal; it has to relate to identity and 
being, or the affective self (Kramsch & Whiteside, 2008).   
The difficulty of the changes demanded for this reciprocal, affective work is highlighted 
by Morgan’s (2007a) conversation with one of the participant teachers in the ILTL Project, 
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Nhu Trinh, who describes the problems she encounters with the intercultural language 
teaching. They include:  
 getting the concept of diversity across to those “with such little experience” (p. 4);  
 the difficulty of reflective thinking for the students if it is too abstract, and this “was 
not what [she] wanted if it used too much English” (p. 6). 
It is important to note that Nhu Trinh was at the time a Masters student working on 
intercultural language learning, as well as a teacher, and hence her exposure to intercultural 
theory is likely to be substantial. Yet she admits that “The application is much harder than 
the theory” (p. 4) and she had to revise and redraft her teaching plans repeatedly. This 
thesis can be seen as one way of answering Nhu Trinh’s question, “How do we go to China? 
(p. 4)”. 
Intercultural language learning and the Australian Curriculum 
The mix of teacher attitudes and understandings surrounding intercultural language learning 
is well-illustrated by the gestation and delivery of the new Australian Curriculum: Languages 
(ACARA, 2012c). Central to the critical nature of the intercultural project is the issue of 
critical refractive reflection or what I labelled the reciprocal approach. This involves reflecting 
on how other speakers perform their language and culture in interaction, and how one does 
it oneself (Carr, 1999; Liddicoat & Scarino, 2009). In a critical model of intercultural language 
learning, this practice provides the opportunity for learners to question the dominant cultural 
and linguistic patterns in a community and seeks the reasons which lead to them being often 
subconsciously accepted and unchallenged (Guillerme, 2002). The concern with the 
maintenance of community and Indigenous languages in the new languages curriculum 
reflects this recognition (ACARA, 2012c). However, writing this kind of reciprocal criticality 
into a curriculum raises problems. Firstly, the nature of intercultural literacy as a skill has to 
be described in order to be assessable (Scarino, 2009). Secondly, the critical aspect of the 
model has to be acceptable to all involved. Thirdly, the statements in the document have to 
be easily translated into classroom and assessment practice by teachers. Moreover, these 
problems are not discrete but intimately connected to each other as the drafting of the 
languages curriculum illustrated.  
Originally the Shape of the Australian Curriculum:Languages (ACARA, 2011) included 
three subject strands: communication, understanding and reciprocity (Appendix A). 
Reciprocity involved reflective practice such as, “comparing, questioning assumptions, 
reinterpreting, reconsidering, and referencing linguistic and cultural systems of the target 
language to their own language; questioning their existing ideas and practices in relation to 
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those of others”. But there was an asterisk in the document against the word reciprocity and 
the associated footnote reads:  
The ACARA Board, at its October 2011 meeting, accepted the intention of the 
reciprocating strand. However, before agreeing to the three-strand structure 
outlined in this paper, the Board asked how this strand would be realised in 
draft curriculum. Initial work on the Chinese and Italian curricula will provide 
such evidence for the ACARA Board to consider (ACARA, 2011, p. 24) 
It is consequently illuminating to read some of the responses to the articulation of reciprocity 
which ACARA (2012b) made public in their Consultation Report. After drafting the shaping 
paper for languages, ACARA invited comments and received 2,150 survey responses from a 
wide range of stakeholders representing many languages including teachers, principals, 
parents, students, academics, professional associations, state and territory education 
authorities and the general public. The consultation report included a section on reciprocity 
and self-awareness. These responses were summarised thus: “Although a small number of 
respondents singled out the aim of “self awareness” for praise and declared it “well-
articulated”, many respondents requested further elaboration of this particular aim” (ACARA, 
2012b, p. 33). This was exemplified by this comment from Catholic Education of South 
Australia: 
It is positive that an intercultural approach to language learning underpins all 
strands. Reciprocating acknowledges an aspect of language learning that has 
been taught, but not recognised explicitly in the past, particularly for primary 
school learners. However the definition requires clarity and simpler language 
as some teachers understood reciprocating to be part of communication... 
(ACARA, 2012)  
As the underlined words show, this respondent has not appreciated that, although reciprocity 
can involve reflective thinking from beyond the language interaction frame, often in the L1, 
the consequence of the reflection is intended to affect communication in the moment.  
A different comment does demonstrate awareness of this connection, stating that self-
awareness “is a necessary result of the first two aims [communicating and understanding]” 
(p. 23). But perhaps this respondent overstated the coherence in the teaching community by 
suggesting that reciprocity “does not need to be separately articulated” (p. 23). A similar 
presumption that intercultural refraction will just happen can be seen in this comment 
regarding assessment “My difficulty stems from how we (as teachers) might establish 
whether or not or how a learner's self awareness is developing. As a language learner 
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myself, I realise that this is something that we all do…”  (French/Japanese teacher, NSW, p. 
33). The syllabus writers obviously felt this was not the case, and many respondents felt that 
the articulation of the term was still incomplete, commenting, for example, that: 
 The terms ‘reciprocal’ and ‘self-awareness’ are not clearly explained  
 [Self awareness] is too theoretical and abstract  
 It is unrealistic for young learners (p. 23) 
This feedback exemplifies the challenge and ambiguity involved in translating theory into 
policy into practice. It also confirms the observations of researchers such as Diaz (2011) and 
Scarino (2009) that the jobs of eliciting and judging intercultural language learning are 
decidedly challenging. This thesis contributes to the academic and practitioner responses to 
this challenge.  
Without the refractive self awareness, articulated under the original reciprocity strand, 
any reflective language work could be limited and ethnocentric. This is illustrated in the study 
by Kern (2000). Stimulated by a French film which referred to gun violence in parts of French 
society, tertiary language learners of French in the USA communicated by email with French 
learners of English in France. The learners reached a communicative barrier when the 
French students rejected the images of violence in the French city and created a binary of 
residents in a safe city (Paris) and threatened, gun-ridden Americans. In turn the American 
students, some of them angrily, rejected the stereotypical generalisations made by the 
French students. Kern observes that, unmediated by the teacher, the students had 
reinforced rather than reduced stereotypical national images and that the interaction raises 
the questions of the level of teacher intervention, and the effect of the language chosen in 
this mode and across cultures. In Bakhtinian (1981) terms, the exchange, on both parts, had 
lacked a dialogic consideration of the addressee. Kern concludes that “intercultural 
understanding is, in practice, difficult to achieve, and often has to pass through a phase of 
conflict, suspicion, and doubt, with each side clinging to its cultural values.” (p. 256). The role 
of teacher as mediator can be crucial. 
As a result of the consultation and initial syllabus writing processes, the final 
framework for the different languages syllabuses has only two strands, communicating and 
understanding (ACARA, 2012c; Appendix A). I find the understanding strand to be vague in 
the extreme with such enormous statements as, 
 Analysing and understanding the role of language and culture in meaning making, 
both in language use across languages and cultures and in language learning  
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However, it is significant that Scarino, the lead writer, has still ensured that an element of 
reciprocity remains in some descriptors in the remaining strands (Appendix A). In the final 
curriculum document (ACARA, 2012c), even without separate reciprocity criteria, refractive 
thinking is still encouraged to fulfill statements such as:  
 Mediating between at least two languages and cultures in communication (the 
primary language and the language being learned) and developing the capability 
to explain different perspectives to others, recognising different interpretations and 
points of view.  (Communicating strand) 
 Analysing and understanding the variability in the use of aspects of the linguistic 
and cultural system in diverse contexts (for example, setting, participants, roles 
and relationship) as appropriate to each society’s social and cultural norms, 
values, and beliefs. (Understanding strand) 
In summary, the rhetoric of the curriculum rationale, together with the reality of the 
language-culture nexus and the substantive reflection required in these remaining strands 
mean the links between language, cultural memberships and identity are still central to the 
Australian curriculum model of language teaching and learning. Therefore, projects such as 
this thesis can contribute to the continuing struggle to translate policy into practice. One 
significant dimension of embedding intercultural language learning which has received 
limited attention is the associated classroom interaction. 
Classroom talk in the intercultural language classroom 
A key strategy to assist learners to mediate between languages and cultures and develop 
the capacity to be open to different perspectives is reflective, dialogic talk (Cam, 2007; Carr, 
1999; Scarino & Liddicoat, 2009); the classroom itself needs to become a sphere of 
interculturality (Kramsch, 1993). According to Mercer (1996), language learning can reveal 
talk as a social mode of thinking, which can facilitate reflection on how and why culturally 
embedded discourse varies from language to language. It can, however, only achieve this if 
the model of classroom talk between student and teacher and between student and student 
is open and critical. The traditional model of student as responder betrays an “impoverished” 
perspective on language learning (Breen, 2001b, p. 130). Breen adds that, in such models, 
the text of lessons is limited and alternative discourse practices are precluded. Language 
classroom talk can be overwhelmingly composed of simple, closed Initiation-Response-
Feedback (IRF) turns (van Lier, 2001) which are also written about as Initiation, Response, 
Follow-up (Cullen, 2002). At its most reduced, this is authoritative and single voiced 
discourse (Bakhtin, 1981), for example: 
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Teacher: What colour is your jumper? 
Student: My jumper is brown  
Teacher: Good. 
Although these forms can be more sophisticated (Cullen, 2002; van Lier, 1996; 2001) they 
are teacher controlled and dominated. Students rarely ask questions, control the topic of 
discussion or close or initiate conversation. Researchers such as Gil (2002) and van Dam 
(2002) demonstrate that limited and thoughtfully implemented IRF can have a beneficial 
place in language classrooms. However, it can easily be overused. In her research, Cazden 
(2008) draws on student commentary to confirm the premium attached in some classrooms 
to listening to teacher. Student turns lack agency and are merely a “step in the overall plan 
devised by the teacher” (van Lier, 2008, p. 95). This is particularly apparent in beginner 
language classrooms.   
According to Donato (2004) the over-structured IRF format, often privileging accuracy 
of form, can be an obstacle to “the creation of contingent discourse and coherent discussion” 
(p. 292) and can “violate students’ pragmatic understandings of discourse” (p. 293). Such 
pragmatic understandings are significant for a deepening understanding of the relationship 
between language and culture (Dervin & Liddicoat, 2013). Mercer and Littleton (2007) 
suggest that children cannot be expected to arrive in school with a “well-developed 
propensity for reasoned dialogue” (p. 59) and it needs to be explicitly induced; it seems likely 
that this unfamiliarity could also be a problem for those teachers as well as learners 
accustomed to using an IRF model. Mercer and Littleton also note the potential contradiction 
between exploratory talk and curriculum parameters.  Moreover, in the TL classroom, this 
issue is more complicated; reasoned dialogue implies a greater language capacity than “My 
jumper is brown”, and thereby raises the contested issue of which language to use when in 
the TL classroom (Crawford, 2004; Liddicoat, 2007; Turnbull, 2009).  
In research in a primary school L1 classroom, Haworth (1999) uses Bakhtin’s concepts 
of addressee and heteroglossia to explore the way group talk can break down the traditional 
authoritative nature of classroom talk and enhance the dialogic quality of interaction. Using 
classroom audio recordings, she analysed data from two small groups performing the same 
activity, part of the data from a year long case study in the UK. The study is situated in the 
space where the heteroglossia of learners’ L1 and new TL meet the restrictions of the 
classroom talk genre (Bakhtin, 1986; Halliday 1993). Haworth (1999) traced monologic and 
dialogic elements in the children’s speech and her emphasis on familiarisation with 
otherness in the addressee makes her analysis pertinent to this work on intercultural 
communication. She suggests that group work encourages some learners to play with what 
is usually accepted as the genre of classroom talk. They can take agency and play with the 
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authority of the genre by resisting, re-accenting and reshaping it. The result is “the 
articulation of personal perspective in relation to others and in relation to knowledge” (p. 99); 
learners use what they are learning to speak and to consider the way others respond. 
Haworth adds that small groups are better for dialogic talk as the teacher-dominated genre 
of whole class talk casts a “shadow” (p. 114) over some learners. It is possible that, in 
process drama, the protection afforded by interaction in role (O’Neill, 2012) can also remove 
this shadow from the whole class work. 
Van Lier (2001) senses that IRF must be abandoned at some point or the handover to 
an autonomous, disciplined learner doesn’t happen. He claims research should focus closely 
on the issue. Similarly, Donato (2004) recommends research into scaffolding and co-
constructed texts; what constitutes scaffolding, when does it occur and when is it not a 
process leading to independent work? Much work in the drama world demonstrates that 
teachers can perform classroom talk differently, especially when teacher and students are in 
role (McLean, 1996; Heathcote, 1980; Morgan & Saxton, 2006) but classroom research on 
the role of substantive conversation with beginner TL learners is not so widespread. 
 Discourse and intercultural language classroom talk 
In its more limited form, classroom talk can limit the positions from which a student can 
speak (Norton, 2001) and it can presume that each student is a confident user of the genre. 
However, in Fairclough’s (2012) terms, the limited inter-discursivity of some forms of the 
genre shuts some learners out; the genre can only be performed using certain modes and 
discourses. Consequently, Dervin and Liddicoat (2013) make the point that in the languages 
classroom, traditional versions of classroom talk can inhibit the way talk is used for 
intercultural language teaching and learning and the way the TL is presented to learners. To 
explore both issues, I found it useful in the thesis to draw on Gee’s (2002) specific concept 
of big “D” Discourses. These are “distinctive ways of being and doing that allow people to 
enact and/or recognise a specific and socially situated identity” (p. 160). They are the social 
memberships and experiences recorded on our minds (and, according to Stein [2004], our 
bodies) and hence are a concept redolent with Bakhtin’s (1981) description of heteroglossia.  
In terms of teaching and learning, the traditional discourse of being a student is of 
keen and correct response to the teacher’s questions and requirements. How learners 
perform this discourse creates and expresses a “socially situated identity” (Gee, 2002, p. 
162) in the society of the classroom. The traditional discourse of teacher is of a powerful 
instigator and controller of classroom texts and this authoritative role constrains the possible 
“proliferation of discourses” (Bakhtin, 1981, p. 350) within the genre. Gee (2002) claims that 
language or talk mediates different “socially and historically situated identities” (p. 159). 
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Therefore, some learners can become trapped inside a historical student identity of, for 
example, “poor learner” or “no good at language”. There is no discourse available in the 
classroom from which they can speak with confidence and therefore they have no way of 
escape, no way of “getting recognised” (Gee, 2002, p.160). Potentially, a foreign language 
can further inhibit students’ power to participate but, as Tam (2010) suggests, drama has the 
potential to provide new, albeit imaginary, social space for inter-discursivity, for learners to 
access other aspects of their discursive identities to participate in the “playfulness, 
plebeianism and openness of drama pedagogy” (p. 176).  
Drama can also address the nature of the TL used in the classroom. Diverse situations 
and relationships lead to a wider range of genres enacted, and an opportunity to investigate 
and perform the Discourses of other language speakers through enrolled interaction, and to 
experiment with hybrid discourse at the intercultural boundaries (Pennycook, 2003). As I 
discuss in the thesis, shifts in teacher-student relationships in role also provide wider 
experience of TL and L1 Discourses from beyond the classroom. (The supervision team and 
I deemed the use of the capital D to be intrusive and awkward in the text as it only appears 
intermittently; it has therefore been dropped after this initial explanation). 
In this section of the thesis I have drawn on the literature to explore the dynamic and 
multiple interpretations of the concept of culture in relation to language. After Larzen-
Ostermark (2008), I have described approaches to intercultural language learning in three 
ways: artefactual, socio-linguistic and reciprocal, acknowledging that many approaches 
combine these elements. Indeed, in designing the action research I did not adopt one single 
approach but was aware of the importance of integrating all three components of 
intercultural language learning, and this led to a discussion of their relative roles in the 
experience in Chapter 9. I have also discussed the increasingly multicultural and multilingual 
nature of classrooms and noted the accompanying shift in concepts of the intercultural. In 
conjunction with a brief overview of language policy developments, I have explored the 
documentation surrounding the nascent Australian Curriculum: Languages (ACARA, 2012c) 
and have highlighted the research surrounding the difficulties of shifting from a more 
traditional CLT approach to an intercultural one. Relevant to this change, I have also 
reviewed literature which discusses the limitations of traditional classroom talk for the 
development of an intercultural approach which derives from a model of language as social 
practice. 
In the next section of the review I initially introduce literature which deals with drama 
as a means to enhance language and literacy skills in general and TL skills more 
specifically. I move on to focus on process drama and its potential affordances for TL 
learning in general.  
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Drama, language and literacy  
In sourcing literature for this section of the review I had no difficulty in finding work over the 
years linking drama in education to language, literacy and socio-cultural relationships in the 
first language classroom. For example, writers such as Branch (2004), Heathcote and Bolton 
(1998) and Neelands (2009) have all explored the benefits of linking dramatic processes with 
“non-linguistic” socio-cultural studies.  Exley (2005) has written on the positive effects of 
using certain process drama strategies to promote young Indigenous students' literacy 
outcomes, and she also focuses on the opportunity provided to "assess and certify others' 
understandings of their knowledge and ways of learning." (n.p.).  
Several studies also identify the motivation to write which can result from drama. 
Winston (2004) discusses the flow-on effects of improving oracy through drama to improving 
reading and writing. In Brauer's (2002) edited work on the body and language, Culham, 
Schewe and Wagner all attest to the way non-verbal and dramatic interaction inspires 
writing. Wagner's (2002) research suggests that drama can improve reading comprehension 
and is an effective pre-writing strategy and Dunn's (1998) “call to arms” to the drama-in-
early-childhood practitioners also extols the potential of drama to influence multiple aspects 
of literacy development in the very young. In their well-named article Writing with their Whole 
Being, Crumpler and Schneider (2002) also extol the use of drama for early literacy 
development. They draw on five interpretive studies across year 1-3 classrooms where 
process drama was used to promote writing. The data collected included videotaped 
observations of whole group instruction, field notes, writing samples from the children, and 
interviews with the teachers and selected students. The drama led to written work which 
demonstrated that learners were straddling the classroom and imaginary worlds to produce 
multi-vocal text exhibiting a stance as the character and as themselves. Crumpler and 
Schneider (2002) write that, “Drama activates the knowledge that learners bring to 
classrooms and provides creative space to apply that knowledge in rich, meaningful ways.” 
(p. 78). Learners’ drama-related written work contained more descriptive detail and the 
drama encouraged them to make meaning on many levels relating to the text, the reader, 
and their personal value system. Schneider (2002) notes too the benefits of working in role 
for the students’ practice in using different genres  
Similarly, in a recent classroom study with young children, Dunn, Harden and Marino 
(in press) found that the greater participation in writing in role could be attributed to: the 
presence of tension; the degree of engagement; time for incubation which the extended 
imaginative experiences in the drama and writing allowed; and the strong sense of stance 
and purpose, gained in part through working in role, which helped to provide audience and 
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purpose for the writing. There is no reason to suppose that process drama will not similarly 
enhance additional language and literacy development.   
Drama and languages 
In reviewing the literature from the classroom drama-additional language field, there is 
research spanning EAL, ESL and FL classrooms of learners of varying ages and proficiency 
levels. At the very young end of the spectrum, Winston’s (2012b) research in the UK with 
children aged four and five, many with EAL, is of interest when working to engage beginner 
FL learners.  Winston suggests that children’s accustomed language play with rhymes and 
verse helps them access and internalise Shakespeare’s language. Working with extracts 
from The Tempest, the small learners enthusiastically chant lines from the play as they 
swing a swathe of blue cloth (the sea) into the air, to toss Prospero’s ship around in the 
storm. The increasing interest in drama-languages pedagogy for all ages is further illustrated 
by the publication of a special edition of the key drama in education journal, Research in 
Drama Education in 2011. The interest appears to be global with contributors to the edition 
working in Taiwan, Hong Kong, Australia, Canada and Singapore. The growing interest in 
drama as languages pedagogy reinforces its credibility in both fields and the likely appeal 
and practical application of this thesis.  
Studies in the field which have a story or narrative focus are particularly common and 
their prevalence is highlighted by the range of work presented in Winston’s recently edited 
book, Second Language Learning through Drama (2012a)            For example, Chang and 
Winston (2012) explore the use of story based drama involving finger puppets with 32 pre-
teens in Taiwan. They found that the work enhanced word memory and encouraged the 
instinctive use of bodies in the story re-telling. In a third example, Palecherou and Winston 
(2012) report on research with ten year olds in a Cypriot primary school where Greek was 
both a first and an additional language. They note the capacity of the drama about a missing 
girl to lift the profile and participation levels of learners with Greek as an additional language 
in classrooms of native speakers. They attributed some of this benefit to the integration of 
activities where the non-native speakers’ multilingualism was needed by each group. As 
theorised earlier in this chapter, this perhaps provided them with a position of strength from 
which to join the classroom talk (Gee, 2002).  Palecherou and Winston (2012) also found 
that group work, realia and touch, and the teacher in role strategy (Appendix B) benefitted 
student language and interest. Both the narrative study by Chang and Winston and that 
conducted by Palecheron and Winston found that the drama work added to learner 
confidence and the latter also noted the increased intracultural interest in the classroom.  
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There are also research reports in the field which make more explicit connections 
between drama work and applied linguistic theory. Cheng and Winston (2012) draw on 
Halliday’s (1978) concept of field, tenor and mode as a structure for planning active learning 
which calls on the body and the senses to feel “the energy of a text in your body” (Winston, 
2012, p. 110). The reported case study in Taiwan addressed the issue of making 
Shakespeare comprehensible to and enjoyable for advanced English learners through “core 
playful values of randomness and absurdity” (Cheng & Winston, 2012, p. 547). Cheng as 
teacher-researcher taught Shakespearian texts to 32 female students (aged 17), classed as 
high achievers. The data collection involved a Likert scale questionnaire, participant 
observation, field notes, a research journal, student journals and semi-structured focus 
group interviews. The connections between language and its embodied mode of expression 
are clarified by citing comments from students such as, “Gesturing really makes words come 
alive. It's pretty hard to describe, so all I can say is that it gives substance to words that have 
meanings which are hard to understand” (p. 552)  
Drawing on the reciprocal approach to intercultural language learning referred to 
earlier in the chapter, Cunico (2005) describes the intercultural benefits of drama and FL 
(Italian) learning in terms of learner identity. Her study centres on the more traditional drama 
as set texts, but she is concerned with a refractive approach to culture as practice, not as 
knowledge. Hence, her work attempts to set up a “dialogic relation with the narrative” (p. 28) 
and to encourage learners to question beliefs in the narrative in relation to their own cultural 
identity.  
In the final part of this review I examine the research literature on the use of the drama 
form known as process drama in the languages classroom. Firstly, I draw on the research 
literature to extend the brief description of the form provided in Chapter 1 and to explain 
further the drama used in this research. I describe some of the research studies which bring 
together process drama and additional language learning, and process drama and 
intercultural language learning. I then discuss the potential affordances for language learning 
of process drama as a multimodal pedagogy. I also examine several research studies of the 
use of process drama in the languages classroom, which demonstrate its growing credibility 
as a languages pedagogy.  
Process drama 
As outlined in Chapter 1, process drama is an improvisatory style of drama in education 
(Haseman, 1991) which is a pedagogical technique. The emphasis is on process, not a 
theatrical end performance.  The drama is designed to connect learners to a socio-cultural 
issue in or beyond the classroom or learning site. The drama must be sufficiently real to 
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encourage consideration of behavioural change as students experience new situations and 
roles. In this process, according to Nicholson (2005), students can experience moral 
dilemmas and be exposed to "morally relevant knowledge" (p. 27). As Fleming (1998) notes, 
much contemporary drama-languages research is interested in drama as more than an 
arbitrary means to a primarily linguistic end; it recognises that it can change the nature of the 
end. Both these writers articulate the transformative intent in this approach to drama in 
education. The concept of social justice is presented as both necessary and contestable 
through focus questions, social interaction and accompanying action. The focus question for 
the research process drama was, What is it like to leave your homeland for ever and live in a 
new country using a new language? A detailed description of the drama used in this 
classroom action research is contained in Appendix H.  
The four cornerstones of process drama as described by Bowell and Heap (2001) 
illustrate the potential of the pedagogy for intercultural language learning, particularly as they 
suggest that “the currency of process drama is talk” (p. 13). They claim that:  
 Drama as play  could lead to engagement 
 Learning in context could lead to situated interaction 
 Owning the learning could lead to agency & personalised language 
 Symbolic representation of experience could reveal language as cultural 
representation (p.13) 
Situated interaction and agency in speech are integral to choosing language relevant to field, 
tenor and mode of an interaction and to personalising language (Halliday, 1978). 
Understanding cultural representation through and in language is part of intercultural literacy 
(Kramsch & Whiteside, 2008). These possibilities are presented through process drama 
experiences which are composed through a blending of “structure and spontaneity” (Taylor 
and Warner, 2006), terms reminiscent of Hallidayan links between the language system and 
momentary instantiation (Figure 2.ii, Halliday & Matthiessen, 1999). The narrative for the 
drama is only loosely predetermined, if at all, and is always flexible; in dramatic terms, the 
structure comes from the elements of dramatic form and the spontaneity from the 
unplanned, personalised interaction. In explaining O’Toole’s (1992) framework of phases of 
process drama in what follows, I show how elements such as role and relationship, tension, 
distance, time, place and movement and gesture are integral to the drama and intercultural 
work. 
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The phases of process drama   
The structure of process drama can be described as a three phase process, enrolment, 
experiential and reflective phases, recycled and overlapping in the course of any drama 
(O’Toole, 1992). They offer different benefits but each enriches the others. Enrolment and 
experiential phases forge connections, through the imagined world, to experience beyond 
the classroom, and “make real” the interaction (Dunn, 2001). The reflective phase offers 
potential to provoke a deeply thoughtful and/or focused experience or a re-imagining of how 
things could be different in the drama and/or the lived world.  
Enrolment phase    
 A pre-text is used to initiate the enrolment process (O’Neill, 2006) and serves as an 
orientation to the dramatic narrative and, sometimes indirectly, to the theme behind the 
drama. It can be anything; verbal texts such as a story or poem, realia such as a pile of 
clothing, a photograph or video clip, and so on. The way the material is interrogated and 
presented by the teacher can be used to influence the initial direction of the work (O’Neill, 
2006). Bundy and Dunn (2006) strongly endorse the weight O’Neill places on having an 
effective pre-text. In terms of beginner learners too, it can be a much more exciting hook into 
the language content of the unit than a series of flash cards.  
From this pre-text, roles emerge for participants to adopt. As O’Toole (1992) points 
out, enrolment can be self-conscious and tentative at this stage, even stereotypical (Bolton, 
1986), but this is expected; learners are still building belief in the drama and in their 
relationships to other characters. Bolton stresses the potential of engaging learners in 
process drama through roles which have a second dimension. The character may be alien to 
children’s current lives, but they have a characteristic which is not; a king who has lost 
something; an old lady who is being forced to do something against her will. Learners might 
take on a series of roles early in the drama, or, as O’Neill (2012) advocates, they spend time 
in each role in order to explore it more fully in different contexts.   
In playing different roles, learners begin to search for “subtexts”: what the situation is; 
how the characters operate; what language they use; “what constraints and taboos they 
face…and which of those constraints and taboos are given and immutable, and which, 
maybe surprisingly, are not” (O’Toole, 1992, p. 59). Learners can represent themselves in 
different ways; they can perform versions of themselves which confirm and validate existing 
social memberships and they can perform as others, exploring alternatives as children 
sometimes do when they extend play into imaginary worlds (Cook, 2000; Dunn, 1998). This 
understanding can gradually be translated into intercultural encounters.  
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One of the important aspects of enrolment in process drama is that it is often 
undertaken as a whole class or as a group. The group can either be individuals with 
something in common, as in this research they are family members; or it can be several 
participants representing one character. Group enrolment bonds groups of learners through 
a congruence of interest and also protects learners new to the pedagogy, making for a co-
constructed, heteroglossic representation of role and relationships. Often a mix of enrolment 
strategies is used; in a workshop conducted at a recent conference, Cecily O’Neill (2012) 
invited the participants to perform en masse as townsfolk, individually as a person returning 
to her home town, and in pairs as sisters.  
Teacher enrolment (teacher in role) is a well-explored component of process drama, 
pioneered by Dorothy Heathcote (1980). It is recognised as a device for breaking through 
the traditional teacher-student relationship by superimposing a fictional one (Heathcote, 
1980; O’Neill, 1995). Whether in role as a powerful character or not, the strategy allows a 
teacher to stimulate the drama from within, to a greater or lesser extent; in O’Neill’s (2006) 
words, “to control, submit, direct or collaborate” (p. 27). Bowell & Heap (2005) describe the 
teacher in role as performing a quadripartite role of director, actor, teacher and playwright. 
The experience can be, therefore, exciting and daunting for teacher and learners (Bolton, 
2006).  
However, the repercussions of the teacher in role strategy for the scope of classroom 
talk and a shift in classroom ecology are extensive (O’Neill, 2006). In their case study with 
intermediate tertiary TESOL learners, described more fully below, Kao and O’Neill (1998) 
found that “the more the students became involved in their roles, the less they were 
influenced by the traditional social rules which govern how the teacher and students would 
normally interact” (p.110). O’Neill (2006) compares the work of teacher in role to McLaren’s 
(1988) work on the teacher as liminal servant who engages in “pedagogical surrealism in 
order to attack the familiar and disturb the commonplace” (p. 111). This effect of teacher in 
role connects to Tam’s (2010) research, cited earlier, where she explores the carnivalesque, 
rebellious attributes of dramatic pedagogy. One of the contributions of this project is to 
extend this kind of analysis by exploring in detail how the teacher in role can facilitate the 
developing interaction with beginner language learners.  
Experiential and reflective phases   
In the context of this thesis, it is difficult to discuss the other two phases of O’Toole’s (1992) 
process drama framework separately as it is their interaction which adds a critical dimension 
to the pedagogy (Heathcote, 1980) and thus aligns it well with intercultural language 
learning. The experiential phases of the drama are "The way they [participants] live out 
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moment by moment their fictional lives" (O’Toole, 1992, p. 115). In this phase learners 
demonstrate a more instinctive management of their role in fictional context. They are 
however, also simultaneously monitoring their behaviour (and language) from their 
inalienable role as student This double voiced activity (Bakhtin, 1981) is the result of the 
metaxis of the drama; the tension of two worlds held in play together; O’Toole (1992) 
explains that "The simultaneous management of status, role and posture within the real 
context and the fictional context is a key component of the metaxis between the two" (p. 19).  
The participants know they are in a fictional and a classroom setting at once and tension 
arises from this dual membership and the different discourses they imply.  Alongside this 
tension of metaxis and the accompanying tensions of dual roles and relationships, the 
experiential phases also contain such tensions as mystery, surprise and intimacy which can 
relate to the narrative, the development of character and relationships (O’Toole, 1992). 
These tensions are the tools of the storyteller and are the ways participants are seduced into 
the fictional world whilst remaining in the classroom one. The currency of tension is affect or 
“emotional disturbance” related to frustration and power differentials (p. 132). It can also be 
intensified by the use of dramatic irony (O’Neill, 2006). This is developed in a situation where 
hidden agendas operate, or when something is known in advance by some characters but 
not others, or when participants are trapped in an absurd situation such as when a group 
agreed to have their feet removed in a drama facilitated by Dorothy Heathcote (O’Neill, 
2006).    
The reflective phase of the drama can take many different forms. It can be enacted 
within the drama, but using a more distanced frame or technique, or it can be a reflection on 
the drama (O’Toole, 1992). A dramatic enactment in role can be interrupted, for example, by 
a tap and tell technique (See Glossary, Appendix B); or by a switch in roles to comment as a 
reporter on the previously enacted event, or to view footage of a similar event in the target 
country; or by a conscience alley strategy to reveal “hidden” thoughts. Watching a video 
recording of Heathcote at work with middle school learners, Eriksson (2011) notes that she 
uses a wide range of dramatic devices as both elements of the drama and as distancing 
devices. The distancing is from within and on the edge of the dramatic frame, and is used to 
provoke thought and to put learners in a position where they cannot fall into their already 
existing thoughts and habits. Reflection on and regeneration of ideas is also assisted if an 
activity is undertaken from beyond the dramatic frames. Here such activities as hot-seating a 
character (see Appendix B), writing in role, or a class discussion after an intense experience 
within the drama can be implemented (O’Neill, 2012; O’Toole, 1992). In the beginner 
languages classroom this kind of more abstract reflection requires use of the L1; but this 
aligns with Liddicoat’s (2007) insistence that intercultural language work is difficult with 
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beginner and intermediate language skills and abstract thought can necessitate switching 
languages, when a shared language exists. 
The interaction between these experiential and reflective phases of the drama can be 
related to Brecht’s (1948/2004) techniques and his interest in theatrical performance and 
social justice. His juxtaposition of the romantic with the rationalist (e.g. Mother Courage), of 
the orthodox and the heretical, the philosopher and the glutton (Galileo), and his use of 
theatrical devices to interrupt the hypnotic effect of story are all consciously designed, like 
process drama, to teach people to think rather than just absorb. He wrote that theatre exists, 
like play, to provide pleasure, but it can create weaker (simple) or stronger (more complex) 
pleasures. The latter are "more intricate, richer in communication, more contradictory and 
more productive of results” (p. 234), and, for Brecht, results meant socio-economic 
transformation. He attacked single voiced (Bakhtin, 1981) theatrical performance which 
implicitly affirmed the socio-economic dominance of one group. He states that a 
performance providing more complex pleasures needed to include a sense of change, a 
sense of impermanence in the way society is being performed on the stage. Similarly, 
process drama requires that students perform in a playful way, but by adopting multiple, 
often serious roles and thus confronting a range of alternative possible ways of performing. 
Reflection on such alternatives gives the same sense of cultural impermanence which 
Brecht (1948/2004) wrote about. Within the narrative (the experiential phases), students 
have the “illusion of compelling momentum” (p. 239) but, as simultaneous spectators and 
actors (Boal, 1979), they must draw open another layer of curtain so they can both see and 
stare, hear as well as listen (the reflective phases).  
O'Neill (1995) asserts that process drama can make for a middle ground between 
spectator and actor. Neelands and Goode (2000) agree that the student and teacher can 
use “Interactive forms of interchange, even fusion, of the roles of spectator and actor” (p.  4), 
arguing that it is the alternating yet interdependent affective immersion and cognitive 
evaluation which can transform. The student as audience as well as the student as actor is 
framed inside the pedagogic drama, thus echoing Dewey’s (1934/58) definition of a two way 
artistic experience. In fact, O'Neill (1995) defines process drama as a holistic pedagogic 
form, not as an aesthetic experience alternating with a reflective review. Whether the 
students are in creative or classroom role, it is part of one whole artistic experience.  
Space and time in process drama 
Process drama creates a pedagogic genre where past, present and future discourse may 
echo, overlap and intermingle (O'Neill, 1995), reflecting Bakhtin’s (1981, 1986) dynamic view 
of the culture-language nexus, and what Lemke (2012) sees as the  intertextual nature of 
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dialogue. Fictional shifts in time and place during a process drama are important both to the 
“realness” of the drama and reflective distance from it. They encourage students to look 
backwards and forwards, not just relate to the classroom here and now so that “the shadows 
of the past” stalk the future (O’Neill, 1995, p. 94). For example, in a recent workshop run by 
Cecily O’Neill (2012) for drama educators, participants planned for a future event, revisited 
and rethought past events, interrogated a ghost, and jumped forwards in time by a 
generation. Imagining characters at different stages of their lives in the drama, in 
relationships with different people allowed participants to adopt different social and 
discursive roles (Halliday, 1978) as mother, lover or gossip monger. There was a looseness 
about time and place in the dramatic narrative which provided for contemplation of emergent 
possibilities (O’Neill, 2012). Kramsch’s (1993) intercultural dimensions of space, time and 
imagination seem well-served by such a pedagogy.  
The spontaneous and unorthodox use of space, time and interaction in process drama 
is antipathetic to the contemporary addiction to goal-setting and, in Brook’s (2000) words, 
allows teachers to make their work fit the moment of playing rather than conform to a pre-
ordained, inflexible trajectory. Accounts in the literature of complex language texts, hybrid 
and intertextual across time and space - such as Pennycook's (2003) description of a 
Japanese rap,  Norton's video of an African schoolgirl dancing and chanting her warning 
about AIDS in English (Norton & Mutonyi , 2007), or young Heddie's explanation of how and 
why she uses her four different languages in Maguire’s work (1999) - all demonstrate a 
recognition of the need to prepare students for a world of hybridity, of permeable faultlines, 
to offer a sense of belonging to the present and future, as well as the past. As Kramsch 
(2006a) observes, “In order to understand others, we have to understand what they 
remember from the past, what they imagine and project into the future and how they position 
themselves in the present” (p. 251). 
Process drama and additional languages: research studies  
The significant work of Kao and O'Neill (1998) in Taiwan advocates the benefits of process 
drama for languages acquisition by learners of English. Their study was significant for its 
detailed account of the changes in the interaction patterns which accompanied the process 
drama pedagogy in a tertiary languages classroom. Kao and O’Neill worked with first year 
university students in Taiwan who all had some proficiency in English, but sometimes little 
experience of oral interaction. The study employed pre and post test results and “descriptive 
discourse analysis” (p.59) of classroom interaction extracts to demonstrate the changes in 
talk, such as an increase in quantity and type of student speech. They note that these 
findings support and extend di Pietro’s (1987) earlier findings that the interaction patterns in 
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drama become more complex and the use of many communicative strategies is enhanced, 
particularly if such strategies are a focus of the experience. Both these researchers 
demonstrate an interest in the complex balancing needed between language as meaning 
and language forms. Kao and O’Neill (1998) assert that language form focus is required 
directly and explicitly before the drama work and that sometimes language reflection is 
useful after the activity. Their description and analysis of this work is, however, limited. Kao 
and O’Neill list the objectives of process drama in the language classroom as increasing 
fluency and confidence, creating authentic communicative contexts and generating new 
classroom relationships. But the concept of connection to a sociocultural theme, often 
associated with process drama (Bowell & Heap, 2001; Heathcote, 1980; O’Neill, 1995) is not 
stressed. Their approach can be seen as a tentative socio-linguistic one.  
In a largely theoretical text, Liu (2002) provides a convincing rationale for process 
drama as effective foreign language teaching and learning. Drawing heavily on the work of 
Kao and O’Neill (1998), he writes that process drama has a threefold purpose in terms of 
aspects of language acquisition:  
 cognitive: learning material is only potentially meaningful; process drama leads to 
a learning set made meaningful through action 
 social: communicative competence and confidence is built through working with 
others 
 affective: process drama combines discussing, risk taking, practising, freedom to 
make mistakes and to re-assess – it provides a group support network (p. 55- 57) 
He also suggests that the process drama reflective phase, described in the previous section, 
can support negotiation of meaning, form-function alignment, preparation for the next stage 
of learning through teacher review of an individual's language progress, and resolution of 
group problems. Again, the focus is on the language user in the classroom, rather than the 
development of reciprocal reflective work connected to self and other across time and place. 
Two other studies using process drama are of interest for different reasons, and both 
were undertaken with young learners. Stinson and Freebody’s (2006) case study research 
with middle school aged students in Singapore was undertaken in classrooms where the 
interventionist drama facilitators were all drama in education practitioners. The dramas, not 
the language, were the focus of the teaching. However, the lessons were conducted in 
English, which was a second or additional language for the students, and were designed to 
create imagined situations where learners needed to use English to achieve an important 
end. The data from the study included the facilitators’ journals, interviews with facilitators, 
randomly selected students and pre-service English teachers.  Also, pre and post-tests of 
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oral competence from randomised students in both the drama and control classes were 
quantitatively analysed. The post-test analysis showed a significant improvement in all 
measures of oral competence, singly and aggregated. Moreover, the students spoke in 
interview about their confidence, reluctance to leave class, pleasure at working with new 
students. The comments recorded by Stinson and Freebody are alive with enthusiasm for 
drama, for example: “You won’t be sitting, just sitting in the class - ah - so straight and 
boring. You move around but you’ve got to learn things” (p. 38). However, in the subsequent 
study (Stinson, 2009) where the local language teachers taught process drama through 
English, the improvements were not significant, provoking Dunn and Stinson (2011) to reflect 
on the need for an understanding of the artistry needed in the drama-languages classroom. 
A related consideration for teachers is highlighted in Wright’s (1999) article reporting drama 
work with non-specialist pre-service teachers; it is called The thought of doing drama scares 
me to death.  
In one of the rare reports of process drama research in a beginner language learner 
classroom, Dunn, Bundy & Woodrow (2012) explore the combined use of process drama 
and digital technologies with beginner ESL learners. Working with a class of 15 newly 
arrived migrants in a Queensland primary school, two of the authors were drama experts, as 
in Stinson’s first study. Working from the premise that language is a key part of resilience for 
refugee settlers, they focused largely but not solely on development of oral language skills 
and relied also on non-verbal additions to interaction such as gesture, costume, YouTube 
film and iPad images to scaffold language learning with the linguistically diverse group. The 
six sessions were video recorded and discussed through both dramatic and linguistic lenses. 
So far the affordances of technology used in the project have been the focus of published 
findings, but the study is significant to this study in its use of process drama with beginners 
and simultaneous development of narrative and linguistic competence through drama. 
Process drama and intercultural literacy  
Finally, I review two studies which, like this one, bring together process drama, intercultural 
language learning and FL learning specifically. Piazzoli’s research (2008, 2012) explores the 
links between aesthetic engagement and the development of intercultural literacy with adult 
intermediate learners of Italian. In an earlier unpublished study (2008) she explained some 
of the results of a similar action research project with references to her interaction with the 
students. She illustrates the transformative purpose of a reciprocal intercultural approach 
with these words, spoken to her students “I have realized that Italy is beautiful through 
you!...therefore, for me... you are helping me to discover Italy from an outsider’s point of 
view... and I am helping you to see Italy from an insider’s point of view. Us Italians don’t see 
Italy... we are used, like Sarah said, to our Italy, and we only see social faults... we don’t see 
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good things” (p. 102). Both teacher and learner have had their understandings expanded by 
working together in the drama.     
Also in Australia, Marschke’s (2004) study for her unpublished Masters thesis is 
closest to this thesis research in its method, site, subjects and focus. Marshke, a teacher in 
an Australian secondary school, worked as a teacher-researcher using an exploratory 
teaching model to teach French through process drama. Her Year 9 (13-14 years) students 
had some experience of French but were still barely intermediate level (see Appendix P). 
She used the Seal Wife process drama of Cecily O’Neill and developed proficiency-
appropriate oral and literacy experiences for the learners. Although she does not specifically 
name the work as intercultural language learning, several elements of the study mark it as 
such. She demonstrates that the process can be useful for extending students' socio-
linguistic experience by developing their understanding of the impact of field, tenor and 
mode on the language choices available, for example in her focus on terms of endearment 
for a conversation between the seal wife (half-seal/half-woman) and her daughter. Her 
underlying, if unarticulated reciprocal model of intercultural language learning is also 
revealed in her discussion with learners, arising from the man’s capture of his wife. They 
explored aspects of family role, relationship and morality in the cultural contexts of their own 
homes and of Brittany. However, her focus was to develop a practical teaching framework 
for process drama classrooms rather than exploring intercultural language work specifically.  
Process drama as multimodal pedagogy  
One of the usual elements of drama is language but in a drama classroom of beginner 
language learners, the TL is not the flexible instinctive tool it is for a native speaker. 
Therefore, one of the most promising affordances of process drama for intercultural 
language learning is the potential for multimodal communication which drama affords, 
particularly since, as Carr (1999) suggests, as intercultural speakers, students need to be 
able to "do" (p. 106) difference as well as talk about it. Doing difference in terms of language 
and cultural study involves communication in multiple media and modes. Multimodality 
allows for a wider intertextuality (Kelly, 2006) which exposes the hybrid, historical and 
dynamic nature of language and thus can extend the students' repertoire of intercultural 
comprehension and communication strategies (Schewe, 2002; Stein, 2004). Process drama 
according to T.W. Long (2006) allows students to recast one sign system into another, (for 
example, visual into verbal into kinaesthetic), a process Kress (1996) calls transduction. It 
also encourages the use of synaesthesia - using modes simultaneously to make meaning 
(Kress, 1996). Multimodal work provides learners with the opportunity to “act 
transformatively in [their] making of signs” even though the signs come into their heads from 
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“prior social and cultural places” (Kress, 1997, p. 91); some of the spatial and physical 
limitations of traditional classrooms don’t apply to drama.  
 The work of, for example, Kress and van Leeuwen (2001), Kress (1996, 2004, 2010) 
and Lemke (2012) on multimodality advocates recognition of the complexity of 
communication systems. They emphasise the sensual, visual and physical nature of 
communication; the way it can involve sight, sound, touch, smell, and even taste, as well as 
movement. These sensual and kinaesthetic elements are part of the cultural-language links, 
both in the way they evoke emotional memories and associations, and as part of exposure to 
new knowledge. According to Kress & van Leeuwen, communicative modes can be loosely 
grouped under three headings, graphic, oral and kinaesthetic. Graphology uses a physical 
surface (the medium) and physically marks it in some fashion to communicate a message. 
This can be a partly tactile experience - but, lipstick on the mirror, for example, is a different 
tactile experience from pencil on the paper or typing on the keyboard and affects the 
communication both in its creation and its reception. The oral mode is similarly varied and 
can involve digital technology, a single voice over the radio or face to face, a choir singing, a 
telephone, a yawn. The third, kinaesthetic mode involves bodies, gestures, proxemics, facial 
expression, intonation; all part of making meaning and crucial to include in language study 
because of their cultural variability. Unfortunately, as discussed earlier, language work is still 
driven by a focus on four, relatively discrete macro-skills: reading, writing, speaking, and 
listening. Yet, as Kress (2003) observes, the imagination is inseparable from the material 
shaping of modes and its interaction with the “sensoriness” of bodies (p.171). 
All modes have affordances and limitations (Kress, 2004). In this project verbal and 
visual, oral and written modes were all important, but in this review I focus in particular on 
the kinaesthetic aspect of communication. The student's own body is a crucial element of 
cultural and linguistic experience and representation and is often overshadowed in the 
search for the best curriculum, textbook, computer programme or method. It is arguable that 
it has become even more important for young people to recognise the power of the body to 
speak in an age of Facebook style screen images with photographic reproductions of the 
body as a communicative tool. To ignore the physicality of communication is also to evade 
contact with the emotional dimension of speech which is sensually charged. Kress (2004) 
wants to express cognitiveaffective as one dimension of meaning making, but finds he 
always has to use both words: cognitive and affective. Lemke (2012) too states that realising 
there are multiple media and semiotic systems in play is not enough; they are also “tightly 
integrated with one another in real time” (p. 83). 
In discussing the connections between body and cultural belief, Bourdieu (1984/2005) 
writes that “one cannot live the belief associated with profoundly different conditions of 
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existence...by the sheer power of discourse" (p. 88). Bodies in the form of “motor schemes 
and body automisms” (p. 88) are part of a culture’s discourses; actions are an extra 
dimension of heteroglossia and a part of the pragmatics of interaction. They are also, 
according to Bourdieu, as politically charged as words (Halliday, 2004); many apparently 
insignificant and “natural” bodily actions and habits are a "manifestation of respect for the 
established order, or the concessions of politeness, which always contain political 
concessions" (Bourdieu, 1984/2005, p. 89). Consequently, they will vary infinitely from 
culture to culture. 
The kinaesthetic mode is also a valuable learning tool which is often ignored in 
classrooms. As early as 1916, Dewey maintained that students need to use their bodies as 
well as their minds as part of the process of real learning. He criticised any pedagogy where 
children sat still for lessons on end. Yet, almost a century later, despite much change in 
many primary schools regarding students moving around the room, many high school 
classrooms still seem to be full of relatively inert bodies. There remains in many quarters a 
culture of classroom management wherein "bodily activity becomes an intruder… a 
distraction, an evil to be contended with" (Dewey, 1916/66, p. 141). But, as Dewey 
continues, "the pupil has a body, and brings it to school along with his mind. And the body is, 
of necessity, a wellspring of energy; it has to do something" (p. 141). Sitting at a desk all day 
brings what Dewey called "nervous strain and fatigue for student and teacher" (p.141). But 
often other, more physically and emotionally energetic ways of interacting and using the 
classroom space are proscribed, particularly at secondary level. For many students a 
kinaesthetic dimension to learning is welcome (Carr & Pauwels, 2006; Rothwell, 2011); the 
use of students' bodies stretches their imagination beyond verbal boundaries (Liu, 2002).  
Process drama provides space for combining language with its indispensable 
communicative fellows, paralinguistic behaviours such as gesture, proxemics, facial 
expression and silence. Dramatic pedagogy in general, according to Moody (2002), offers 
“intriguing possibilities for students to interpret, rehearse, and embody target language and 
culture" (p. 138). Riviere (2005) too writes of how drama can encourage participants to 
“wear, embody, and speak to their identities in any social context” (p. 345), and, by 
implication, to wear, embody and speak different identities. As Schewe (1998) writes, films in 
the head need making and showing. Imagined stories, characters and relationships need to 
come to life in real interaction. In an earlier study, Hertzberg (2001) found the use of 
dramatic communicative strategies such as body sculpting and still image (See Glossary, 
Appendix B) beneficial in provoking learners to engage with themes and issues which 
emerged from narrative texts. However, classroom research in the FL field which explores 
this dimension of language learning is not common (Rothwell, 2011). 
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An emphasis on multimodal communication also provokes consideration of the long 
standing practice of assessing the four macro-skills of reading, writing, speaking and 
listening separately. As Kumaravadivelu (2003) wrote - ten years ago - skill separation is “a 
remnant of a bygone era and has very little empirical or experiential justification” (p. 228). 
Like Skehan (2002), cited above, he implicates textbooks in perpetuating this outmoded 
practice. Like the textbooks themselves, the separation of the macro-skills is a pedagogical 
artefact which belies the learning goal of real world communication. There have been moves 
to integrate skills, but so far they are mostly in the TESOL rather than the FL world. An 
example is May’s (2011) recognition that the assessment of pair and group oral 
assessments is far more complex than checking each speaker’s spoken turn in isolation. 
The Australian Curriculum: Languages (2012c), however, has grouped all the macro-skills 
together as simply “communicating” and “understanding” strands (Appendix A) which opens 
the door to more flexible assessment parameters. 
In this third section of the review, I have presented research which connects drama to 
enhanced literacy outcomes and to intercultural literacy. I have also examined the increasing 
literature which reports on the use of drama to promote additional language learning. I have 
described and explained the process drama form and described the limited research around 
process drama and intercultural language learning, which is especially limited in the FL field 
and the world of beginner language learners. I have also reviewed theoretical work which 
suggests that the multimodal nature of process drama is a potential affordance for 
intercultural language learning.  
Engagement, process drama and intercultural language learning  
This review so far has focused on the reference in the research question to process drama 
and intercultural literacy:  
How can intercultural language teaching and learning benefit from the use of process drama 
with beginner learners; and what are the implications in the drama-languages pedagogy for 
learner engagement in intercultural language learning?  
In this section, I discuss how the concept of engagement, in particular aesthetic 
engagement, is crucial to the connections which I am exploring in this research question. In 
the applied linguistics field, one theme in Svalberg’s (2007, 2012) ongoing research into 
language awareness has been the need to develop a construct of engagement with 
language (Svalberg, 2009) which “both engenders engagement with language and is 
constructed through it” (p. 302). She sees engagement as the place where learning 
happens. This is not, for her, during interaction where she states one is socially engaged 
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rather than engaged with language, but primarily during more distanced reflection on 
language form. This concept of engagement is largely cognitively based. Aesthetic 
engagement, on the other hand, has physical, emotional and cognitive dimensions (Dewey, 
1934) and is an aspect of the dramatic experience which could hold significant potential for 
transformative work such as is implied in many models of intercultural language learning. 
Hence a discussion of the concept of aesthetic engagement as represented in the drama in 
education literature extends the conceptual framework for the study. 
Aesthetic engagement  
The literature reviewed leaves little doubt that a key benefit of drama in education is the level 
of aesthetic engagement it engenders in participants (Morgan & Saxton, 1987; Nicholson, 
2005; O’Toole, 1992). Therefore, as Bundy (2003) points out, identifying what aesthetic 
engagement is and how learners get to this state could be helpful for drama educators. 
Similarly, it could be helpful to other transformative pedagogies such as intercultural 
language learning. In linking the aesthetic to transformative or critical education, McLean 
(1996) suggests that the aesthetic can be extended into contexts which touch more students’ 
present and future lives. Dewey (1934) believed that the aesthetic provides intensified traits 
of human experience and participants are able to extract things of significance to themselves 
to create their own experience; therefore an artistic experience can transform knowledge. 
Indeed, Shusterman (2010) acclaims the way Dewey reflected on the combination of form, 
ideas and human improvement in his exploration of the aesthetic.  
Several aspects of Dewey’s exploration of art are relevant to this study. Firstly, he saw 
art as serving life, not transcending it; it is form combined with the “intensity or vivacity of 
experience …that invigorates us towards greater flourishing” (p. 4-5). Shusterman reports 
him as advocating for the aesthetic as a “critical spur to active intervention to improve life” (p. 
29); aesthetics as a spearhead for social justice and democratic participation. The second 
dimension of artistic experience relevant to this study is the way Dewey saw an artistic 
experience as part human craft or the art of making, and part a more emotional surge of 
aesthetic perception. This distinction is useful to the focus in this study on participation in, 
and creation of dramatic text by employing various artistic and linguistic forms. Thirdly, 
Dewey also added a temporal dimension to artistic experience suggesting that the process 
can be a prolonged one; an experience can be “successive deeds” in which “a sense of 
growing meaning conserved and accumulated toward an end that is felt as accomplishment 
of a process” (Dewey in Cahn & Meskin, p. 306). In words which reverberate in the work of 
Csikszentmihalyi (1992) on flow, Dewey talks about connecting what went before with what 
comes after, and a deep interest in completing the task.  
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In Fenner’s (2003) review of the aesthetic he observes that older concepts of 
aesthetics as taste and cognitive appreciation have been replaced in favour of a more 
Deweyan (1934) approach to aesthetic experience as also experiential and relational. A 
common thread in the contemporary work on aesthetic engagement in classroom drama, 
therefore, is that to view it as a completely cognitive experience is unsatisfactory (Jackson, 
2005; Martin-Smith, 2005). For example, Dewey (1934/1958) identifies a surrender phase in 
artistic engagement which is a self-controlled, but possibly intensely felt, plunging into and 
yielding to the experience. Jackson (2005) claims that emphasis on the cognitive ignores the 
audience element in the experience. He draws on Geertz to argue that art makes ideas 
visible, audible and tactile. And therefore it is through the senses and emotions that we 
engage with art and the ideas behind it.  
Aesthetic engagement, however, is an elusive concept; according to McLean (1996), 
“an intuitive thing, present but unlabelled and not easily articulated” (p. 10). “Engagement” is 
also a word sometimes used loosely in the field, as in Jackson’s (2005) description of a 
group of learners reflecting on a performance as “talkative, active, relaxed, noisy but 
reasonably focused, and without doubt engaged” (p. 115).  This obviously is an engagement 
with the learning and task, perhaps what Csikszentmihalyi (1992) refers to as flow, a focus in 
the moment; but it is not the deep connection in and through the imagined world which can 
arise from work in role. McLean (1996) cites several different theorists of the aesthetic to 
demonstrate the “complexity of finding a starting point to explore what is meant by the term 
‘aesthetic experience’” (p.  20). In response to this slipperiness, work on aesthetic 
engagement has often involved some kind of taxonomy of levels of engagement, ways of 
describing the extent to which students were taking on a role and identifying with it. 
Heathcote (1980), for example, sought attention, involvement, concern, then obsession. 
Morgan and Saxton (1987) acknowledge their debt to Heathcote and defined levels of 
engagement as: 
 interest in the task; 
 engaging – being involved in the task; 
 committing –developing a sense of responsibility towards the task; 
 internalising – recognising relationship of task to self, a change of understanding; 
 evaluating - willing to put understanding to the test. (p. 22) 
Both these ways of describing engagement identify engagement as connecting the drama to 
self and to a world beyond the classroom and are indicative of the transformative intent of 
process drama. Ultimately Heathcote seeks concern, even obsession, for the social issue 
addressed and Morgan and Saxton look for a change in understanding which can be applied 
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experientially. Moreover, the inward and outward refractive work, described by Morgan and 
Saxton’s internalising and evaluating of an experience, resembles the reciprocal thinking 
described above in intercultural language learning.  
More recently, Dunn, Bundy and Stinson (2012) have explored the emotional nexus 
between commitment to the drama and identification with role, relationship and narrative. 
They suggest that only when both commitment and identification are high can a participant 
be aesthetically engaged in an emotional way. This seems to beg the question of the 
possibility for transformed thinking in the far more common situation where learners are 
committed to participating fully in the drama, but their identification in role is low on the 
emotional scale. In this situation their performance is still predominantly driven by either 
intellect or emotions to do with their learner identity rather than their enrolled one.  
Because aesthetic engagement is an intensely personal response and what one 
student called a “split second drug” (McLean, 1996) it is difficult to identify its qualities. 
Consequently, Mclean presumes it is a naive aim to try to define it, but both she and Bundy 
(2003) believe that in the trying, researchers and teachers could develop understanding. 
Bundy’s (1999; 2003) work on aesthetic engagement in the classroom has centred on trying 
to identify what is happening as a learner makes a sudden, felt connection to the theme of 
the drama through immersion in it, a connection they can articulate, or represent in further 
drama, as transforming their thinking or attitude. Bundy suggests that aesthetic engagement 
involves three elements; the first is an animated state, the second is connection and these 
two together can lead to heightened awareness.  
Animation is a feeling of invigoration, of being more alive and alert and therefore open 
to the experience of the drama (p. 180). Again the work resonates with the kinds of words 
such as energy, vivacity, used by Dewey (1934) to describe aspects of the artistic 
experience. Animation, according to Bundy, is easy to observe in others, but is only a 
precursor to aesthetic engagement. Connection is the most important ingredient in this 
engagement cocktail. It occurs when, “the percipient experiences connection to an idea 
stimulated by the work but not necessarily contained in it.” (p. 180). It is connection to an 
idea associated with, but beyond the work. This idea is not a property of the work itself; it 
appears through an instance where an element or episode of the drama makes contact with 
a personal referent to the idea. It is an “Aha!” moment. To achieve connection, states Bundy, 
there has to be a juxtaposition between the events of the drama and a personal experience 
or prior understanding.  
The click of this connection made by a participant when they are in an alert, focused 
state (animated) then leads to Bundy’s (2003) third dimension of aesthetic engagement, a 
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state of heightened awareness. In this state, participants are open to questions about 
humanity which they have not considered before, or only in a very closed way. They are 
open to new knowledge and an extension of their self. Aesthetic engagement, therefore, 
offers the possibility of change. For Bundy, as for Dewey (1934/1958), the aesthetic can 
contribute to social improvement. This interest in connections to life is described in more 
prosaic terms by Morgan and Saxton (1985) when they distinguish between the “action of 
the plot” and the “action of the theme” (p. 215). They maintain that drama should involve 
students in both the actual story enacted and the connections that story makes to the social 
question behind the drama. 
Aesthetic engagement in the classroom 
However, theories of engagement such as those above only explain the outcomes which 
drama teachers aim for. Of themselves they do not explain how these engaged states are 
achieved. It is not enough to hope participants chance upon a fleeting moment of aesthetic 
engagement (McLean, 1996). Yet if aesthetic engagement has, as Dewey (1934) suggests, 
a relational, experiential dimension, everyone’s referential framework is different and 
connections, despite animation, will not occur in the same way (Bakhtin, 1981). Dunn’s 
(2006) research with young girls engaged in dramatic play highlights this point. Therefore, 
the unpredictability of planning for aesthetic engagement means it will always be prone to 
breed teacher frustration (Gallagher, Freeman & Wessells, 2010). To combat this problem, 
Gallagher et al. and Bundy (2003) stress the importance of knowing students enough to 
design dramatic narratives which have the best chance of connecting to their life 
experiences and ways of thinking. This will, in theory, maximise the chances of some 
aesthetic engagement and transformed thinking.  
Reference to McLean’s (1996) monograph on the aesthetic illustrates the theory and 
classroom reality of aesthetic engagement. She draws on work by two experienced drama 
teachers in Australian secondary classrooms which she observed, and her own one-term 
stint in one of the schools, to develop an Aesthetic Framework for planning drama 
experiences. Observations from her diary, interviews with the Year 11 learners and the 
participant teachers who observed her formed the basis for her framework. Several of the 
framework principles are highly relevant to this study, such as: finding the balance between 
what one learner called, “the sense of being scared at first and then the joy of taking a risk 
and being successful’ (p.54). In this study this could apply to the plunge into the drama and 
the new language. Also relevant to the refractive intercultural work is that Mclean found a 
need for learners to access the “intellectual tools of critical and cultural theory” in order to 
find new questions and different “paradigms of knowledge” (p. 55). In conjunction with this 
principle, she notes that “Reflection is vital for validating students’ voices and must be 
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formally structured as part of the learning experience” (p. 58). Dunn (2006), however, points 
to the challenge for a teacher in judging when to sustain the experiential work in role and 
when to create some distance to reflect on the drama.  
In this thesis, similar considerations are compounded by the issue of language as form 
and language as meaning, cited earlier in the review, and therefore the planning structure 
becomes doubly important (Dunn & Stinson, 2011). When drama is such an alien field for 
some language teachers and somewhat intimidating as a teaching strategy, bringing 
together planning frameworks from the dramatic world (e.g. McLean, 1996), the applied 
linguistics world (e.g. Willis, 1998), the world of intercultural language learning (e.g. Byram, 
2006) and the drama-languages world (e.g. Marschke, 2004) is potentially useful. 
In this final section of the review, I have highlighted the often transformative impact of 
aesthetic engagement through drama. The form of intercultural language learning which 
Larzen-Ostermark (2008) categorised as reciprocal, or affective is also critical or 
transformative in nature, seeking, like process drama, to transform – or at least trouble 
learners’ thinking about and attitudes towards the other. In bringing the literature fields 
together, it seems therefore, that this kind of engagement also holds promise in the 
languages classroom. Finally, I have noted the somewhat ironic but ongoing emphasis in the 
research literature on the need for careful planning of the improvisatory process drama form. 
In the next chapter I turn to examine how a classroom action research project explored and 
embodied the dramatic and intercultural ideas discussed above. 
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Chapter 4  
Research Design 
In this chapter I explain the choice and design of the research methodology. I describe the 
research site and the process and timelines for setting up the study and the teaching 
arrangements. I go on to introduce the participants and to explain how and why I collected 
the data. Following this, I explain the frameworks and procedures I employed to analyse the 
data and consider some limitations of the work. Finally, I discuss the ways in which this was 
a reflexive, accountable, trustworthy and ethical study.  
Participatory action research 
The research design for this study is participatory action research (Kemmis & McTaggart, 
2005), informed also by a model of participatory activist research (Martin, lisahunter & 
McLaren, 2006). Action research as a generic research method is practical, collaborative 
and is a “self-reflective spiral of cycles of planning, acting, observing and reflecting” 
(Kemmis, 2007, p. 168). The methodology is suited to a process drama project, as it 
recognises the unpredictable nature of learning. Like the dramatic process, it is recursive in 
nature and allows for change and adaptation in the classroom and research processes 
rather than just fixing a research sequence which may or may not reveal data related to the 
research questions. The method, therefore, reflects the basic premise of the thesis; that the 
language used in the classroom, and to tell the classroom story, is evolving, many voiced 
and infinitely variable (Halliday, 2004; Bakhtin, 1986).  
Since its early formulation in the 1940s, action research has developed many strands 
internationally (Kemmis, 2007). All remain practical in orientation, but some also remain 
technically based while others are, to some extent, emancipatory in intent. Participatory 
action research is a “participatory democratic form of educational research for educational 
improvement” (p. 166). It is underpinned by a principle of praxis. For Kemmis and McTaggart 
(2005) this means a commitment to practitioner action, informed by theory, with the possible 
development of that theory as a result. The research question for this thesis is: How can 
intercultural language teaching and learning benefit from the use of process drama with 
beginner learners; and what are the implications in the drama-languages pedagogy for 
learner engagement in intercultural language learning?  To respond to this question teacher 
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and learners need to “do” intercultural language learning through process drama. Kemmis 
(2007) emphasises that action research is practitioner research and this study is necessarily 
seated in classroom practice. Theory from the drama and language fields can then be 
brought together to help explain the practical experience as a process and in terms of 
learning outcomes. The praxis based approach is also a response to Kumaravadivelu’s 
(2003) critique of language teachers’ a-theorised practice, cited in Chapter 3. Moreover, as 
Carr (2001) comments, theory based in classroom practice is “more likely to be taken 
seriously by classroom teachers" (p. 2).   
Participatory action research is a critical methodology which is an engagement in 
making action, making history, not just reporting on it (Burns, 2010; Kemmis & Wilkinson, 
1998). It aims to “reduce the extent to which participants experience…interactions (and their 
long term consequences) as irrational, unproductive (or inefficient), unjust, and/or 
unsatisfying (alienating)" (Kemmis & Wilkinson, 1998, p. 23, authors’ brackets). This study 
sets out not just to report on student apathy towards language learning, but to find ways of 
improving the quality of the experience of unsatisfied learners and responding to what they 
say. In planning the study I was therefore much influenced by the overtly ‘activist’ stance of 
the proponents of participatory activist research (Martin, lisahunter & McLaren, 2006). They 
set out to question entrenched practices by responding to student disquiet and to 
acknowledge the element of opposition and struggle which can accompany challenges to 
long entrenched and resistant practices. 
Even though students are the least likely stakeholders to be asked for their views on 
classroom practice (Groundwater-Smith, 2007; Thomson & Gunther, 2009), contemporary 
research literature offers encouraging examples of students as research participants (Bland, 
2008; Bolton, 1996; Lo Bianco, 1999; Martin, lisahunter & McLaren, 2006; Stringer, 2008). In 
this study, student participation makes particular sense since it is they who are rejecting the 
languages study. Across two classroom research studies in Tasmania (Australia), Innes, 
Moss and Smigiel (2001) found that school students were often articulate participants. They 
invited the students, ranging from Year 2 to Year 10, to comment on their classroom drama 
experiences. They note that the students “not only have the capacity to understand and 
discuss their own learning, but are also able to provide insights into how this learning can 
take place” (p. 219).  
Another advantage of student participation is its links to democratic citizenship 
(Thomson & Gunther, 2009) which is also a goal of intercultural language learning according 
to Byram’s model (1997). Other advantages are the provision of important insights for the 
school, and student support of changes for which they had advocated (Thomson & Gunther, 
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2009). Once learners are involved, however, it is important to do more than foster the illusion 
of meaningful participation (Martin, lisahunter & McLaren 2006).  
A key facet of praxis of action research is the reflection on action which informs future 
decision making and which is related to “realising the view of a good society to which the 
educational practitioner is tacitly committed” (Carr & Kemmis, 2009, p. 77). In this thesis, the 
reflective nature of the praxis is evident at two levels. At the micro, moment to moment 
planning level (Dunn & Stinson, 2011), I made regular journal notes and constantly 
reorganised the lesson plans to respond to student and occasional observing teacher 
commentary. This flexible response is illustrated in Chapters 7 and 8 of the thesis. A further 
focus of reflection was the development of tension in the drama, an area I struggled with as 
a novice drama teacher. This led to several discussions with the relevant supervisor as I 
worked out how to nudge narrative alternatives to best effect (O’Neill, 2012). The variation in 
student work also led me to reflect on individual students; how did I extend Kit’s advanced 
systemic knowledge while also developing David’s weak and reluctant written work? One 
solution was to play with different pairings (advanced-beginner, beginner-beginner) for 
preparatory activities (e.g. Videos J and K).  In relation to the macro planning level of the 
teaching, Term 2 planning (Appendix J) was informed by the work and responses from Term 
1 (Appendix I). For example, one learner suggested that language noticing work was 
sometimes not consolidated, and the observing teacher expressed concerns about learner 
accuracy. Therefore, in Term 2 the short Thursday lesson became a language focus lesson, 
related to the drama.  
Multiple opportunities for praxis-based reflection were incorporated into this research 
design and are discussed in the Data Collection section below. However, after examining the 
data once I had left the school, I was concerned that evidence related to the refractive 
aspects of intercultural language learning was limited. Donato (2004) notes the lack of 
research which seeks evidence of traces of languages teaching and learning experiences as 
the learners develop. This is particularly important when a learning experience is designed 
as education for current and future community life; long term effects are implied in the action 
research question. I therefore interviewed three students to ask them to reflect on the project 
as a whole, from a distance of five months. They were able to discuss any lasting 
impressions from the project and to reflect on connections they had made to it in the 
intervening period. The evidence from these interviews became part of the reflection on the 
intercultural language learning experience as a whole in Chapter 8. This reflection involved 
reconnection with theory and provided the tools for me to develop a future framework for 
drama-languages practice  with beginner language learners, thus fulfilling the aims of this 
study as participatory research and as praxis.  
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In summary, participatory action research puts emphasis on all participants working as 
co-researchers around a shared issue of concern (Martin, lisahunter & McLaren, 2006); in 
this case my concern is with “boring” pedagogy and Carr and Pauwels’ (2006) work 
suggests that many Australian learners share it. A participatory method also marries well 
with the theoretical framework of the study since incorporating multiple voices necessitates a 
dialogic consideration of what is being and has been said by others (Bakhtin, 1981). The 
approach acknowledges it is never possible to clarify the full complexity of the “cacophony” 
of classroom voices (Bakhtin, 1981,    p. 344), partly because of physical and temporal 
limitations, but also because the sound picture is always filtered through the report writer’s 
own mental cacophony. I explore this further under Reflexivity, trustworthiness and ethics 
below. 
Negotiating the research site 
I turn now to describe the research process. The site for the data collection from January to 
June, 2009 was a co-educational public high school with over 1000 students (aged 12 to 17) 
in a suburban, middle class area of a major Australian city. I had put out a call on the 
website of the local language teachers’ professional body for expressions of interest in 
participating in the study. I received only one response, from a Head of Department who I 
already knew. The school was familiar to me as an erstwhile parent and, briefly, a contract 
teacher. As Silverman (2009) points out, finding a research site is easier if one is known 
somewhere. I had hoped to do the teaching in a “fresh” location, but since the teaching 
model was unusual it was perhaps better that I went to a location where I was trusted. I 
approached the Principal who gave me permission to apply, with his support, to the local 
Department of Education, Training and Employment for permission to conduct the research 
on the site. The negotiation process is tabulated in Appendix Q, Site negotiation and data 
collection timetable. 
The language department of this high school is larger than the state school average 
due to several strong German and Japanese programmes. The school was competing hard 
for students against many high profile private schools and the ethos at that time reflected 
this; the emphasis on regular and regulated assessment and on conformist behaviour was 
evident in the strict assessment timelines and in the wording of the reports. Staff told me 
they were being encouraged to, “Lift the bar”. All classes in the school were 70 minutes long 
and German was one of several subjects taught intensively for 210 minutes per week for just 
two of the four terms in the first year of high school.  
Midway through negotiations about the project parameters, the Head of Department 
told me he was over-committed for the year in question and another teacher, with whom I 
 Chapter 4: Research Design  78 
had worked twelve years earlier, on two separate occasions, was interested. When I 
explained the study, she agreed to participate, but, as she was anxious to retain some 
teaching contact with the class, we arranged that I would teach two of the 70 minute lessons 
per week and would divide the third class, split conveniently by a tea break, between us. In 
this time the teacher wanted learners to work through an online vocabulary programme she 
always used. I taught for all of Term 1, and for eight out of ten weeks of Term 2. This 
amounted to 18 weeks from January until June, 2009.  
Participants 
The participants in this study were myself as teacher/researcher, one observing teacher, 21 
Grade 8 students and the university supervisors. I first discuss the teacher’s participation 
and then describe the students.  
Observing teacher  
This teacher’s primary role, from my perspective, was to be that of reflective, participant 
observer (O’Toole, 2006). I had a rewarding experience of working with a collaborating 
teacher on an earlier project, but this time the teacher appeared reluctant to discuss the 
project, once underway, in any detail. I think there were several reasons for this, but will 
never know quite why; I was told she had offered to take over the participatory role from the 
Head of Department, but perhaps this was a kindness rather than a real wish. We had 
always had a straightforward working relationship, both when we worked together on 
materials development and when she mentored me, very generously, in my first German 
teaching job in a primary school. Since working together we had occasionally met for coffee 
but had not been in recent contact. As I show in Chapter 8, I was aware that we approached 
language teaching from different perspectives, but in incidental conversations during the first 
weeks of the project, the teacher seemed uneasy and voiced concerns anecdotally about 
what she saw as the inappropriateness of what she felt was “primary school methodology“ 
for high school.  
It is probable that I had taken collegiality for interest in the pedagogy. I sometimes had 
to remind myself that the research was about challenging my pre-conceptions and 
assumptions, not hers (Burns, 2010). Kemmis (2007) describes in detail the problems which 
can arise from imposing action research on an individual. I realised that the observing 
teacher embodied a different teaching and linguistic paradigm and my experience suggests 
to me that she was not  alone in the language community. The situation reminded me that 
researchers have to be dialogically aware which cultural ideals they are working with, and 
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when analysing responses, need to consider how and why those of others might differ 
(Saukko, 2005).  
Student participants  
The students were in their first term of high school. They came from multiple feeder primary 
schools and had diverse prior foreign language classroom experience. Most had learnt 
German or Japanese at primary school, with one or two having learnt Chinese. The 21 
students (I use pseudonyms) are listed in Table 4.i. Students listed in Table 4.i as 
“continuing beginners” in the column Prior German experience had 1-3 years’ prior German 
learning; but the language learnt was often not easily accessible for use because the primary 
programmes varied enormously in content and style. In the drama we used, the students 
were in family groups for much of the time and this group name is provided in the column 
headed Family group in drama. I did not expressly ask students what languages they had 
learnt previously and the Prior language information in the final column of Table 4.i was 
gleaned informally during the study.  
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Table 4.i 
Student participants in the study 
Girls Prior German 
experience* 
Family group 
in drama 
Prior language 
information 
Claire  Continuing Beginner Raabe Some German at 
primary school (Ger) 
Imogen  Continuing Beginner Raabe Ger 
Ali Continuing Beginner Peter Ger 
Afrikaans heard at 
home 
Anna Continuing Beginner Peter Ger 
Afrikaans heard at 
home 
Sarah Continuing Beginner Peter Ger 
Emma Absolute Beginner Heinrich ? primary 
Kate  Continuing Beginner Heinrich Ger 
Jenny Absolute Beginner Meyer ? primary 
Louise Absolute Beginner Meyer Chinese at primary 
Hannah Continuing Beginner Meyer Ger 
Born in Russia, no 
Russian 
Lorna Continuing Beginner Schneider Ger 
Twins, born in UK 
Lottie  Continuing Beginner Schneider 
Boys    
Nick  Continuing Beginner Raabe  Ger 
Tom  Absolute Beginner Raabe Japanese at primary 
Jake Continuing Beginner Raabe Ger 
Ben Absolute Beginner Heinrich Japanese at primary 
Kit Continuing Beginner Heinrich Ger 
Hamish Absolute Beginner Heinrich ? primary 
Afrikaans heard at 
home 
David Continuing Beginner Schneider Ger 
Chris Absolute Beginner Schneider ? primary 
James  Continuing Beginner Schneider Ger 
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Data collection methods 
Action research is distinguished by its method of reflection and re-doing (Kemmis, 2007), 
rather than being a research methodology associated with distinctive data collection or 
analysis tools. In the spirit of qualitative research I wanted to do more than note graded 
language outcomes of the action research; with the other participants, I wanted to wade into 
what Berry (2006) calls the research swamp, observe life from the water and then compare 
what we each saw. To reflect thoroughly on the open research question, I wanted to provide 
many swamp samples, or a “generous exposition of data” (Hatch, 2002, p. 228) to help me 
explore the ecological nexus between process drama, the TL in use and intercultural literacy. 
Action research necessarily requires time because of its iterative quality and I was able to 
collect data over time, from January to November 2009. This afforded the data a modest 
developmental aspect which was important because valid learning outcomes were integral to 
my teacher/researcher accountability (Burns, 2010). All the data sets span the five months of 
the project, and the interviews span ten months. The data collection sequence and timing is 
laid out in Appendix Q, Site negotiation and data collection timetable.  
The data collected are listed in more detail in Table 4.ii and described in the following 
section. Transcription notes are contained in Appendix F. 
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Table 4.ii 
Detail of data sets 
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The unit plans  
In the spirit of praxis, when developing the unit plans (Appendices I & J) for the classroom 
work I kept in mind questions which arose from my initial research questions and which were 
informed by the theoretical framework of the research: 
 In Hallidayan terms what in the experience could help students to learn about 
genres and meaning making in a way which equips them to communicate 
appropriately and purposefully in the TL? 
 In Deweyan terms, what in the experience could help connect students’ language 
use to communities beyond the classroom – intellectually and physically?  
 In Bakhtinian terms, what in the experience could help students explore and 
exploit the historico-cultural and personal connections in and across languages?  
 What elements of drama should be included to develop the drama, the language 
learning process and engagement in both? 
 How can the experience develop the reciprocal thread of intercultural language 
learning? 
In keeping with a flexible action research project (Kemmis, 2007), the unit plans changed if 
some aspect was lacking or apparently not contributing to these aims. The classroom 
implementation of the action research was therefore not the classic Plan, Implement, 
Reflect, Implement (Mertler, 2012). There was an element of this clean division in the 
separation of the terms into two units, but, as I show in Chapters 8 and 9, it was an iterative, 
distilling, reflecting and reorganising process. Change was constant and often reactive in the 
classroom moment: Plan, Implement, Reflect, Replan, Implement, Reflect, Tweak, 
Implement, Backtrack to Revise, Plan, Implement, Reflect.  
Teacher/researcher journal notes  
These notes were written after almost every lesson and as O’Toole (2006) remarks, are “an 
excellent way of storing not only the actions of participants, but your reactions to them” (p. 
101). The notes were often rushed, penned in the car before I returned to university to teach 
there, but they became a log of what we did, a reminder pad, a place to vent or rejoice, a 
context for the video recordings, and sometimes a spur to ponder the challenges of the 
project and suggest alternative ways to myself. This made them an excellent provocation to 
reflection on the action of the research (O’Mara, 1999). When I reconnected them mentally 
to theory, the notes allowed me to explore the preoccupations I had and the presumptions I 
made during the project, thus highlighting my teacher and researcher positionalities 
(Lemesianou & Grinberg, 2006). This was particularly noticeable in my notes concerning the 
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observing teacher’s reactions, and the tension between the elements of drama and language 
pedagogy.  
Observing teacher comments  
The observing teacher did not participate in the research as I had anticipated. She appeared 
reluctant to arrange an interview once the project had begun, pleading lack of time. A difficult 
experience with another class was pre-occupying her. She did fill in one feedback form early 
in the project which I have referred to in analysis (OTF) and, immediately after some visits to 
the school, I paraphrased several informal conversations we had in my journal notes. The 
teacher’s comments on assessment in particular helped me in identifying the “practical 
concerns, conditions and constraints that people confront…in their everyday lives” 
(Silverman, 2005, p.174). Her presence and commentary were, therefore, beneficial in many 
ways as she often became a dialogic, interrogative voice in my head as I made decisions, 
and became very important in terms of forcing me to justify my work very strictly to myself as 
I reflected and planned anew.  
Student questionnaires  
The initial questionnaire (Appendix C) was administered at the beginning of the project to 
engage students early with their role as participants, to give them the opportunity to 
participate in framing the issue and how we responded to it (Martin, lisahunter & McLaren, 
2006). I wanted to find out about the learners’ prior language learning experiences and their 
reactions to them, and to find out what they saw as the purpose of language learning, if any. 
The final questionnaire (Appendix C) was used at the end of the teaching period in order to 
encourage  a review of the whole experience from all participants. The questionnaires were 
designed to create a class response picture as well as individual responses.  
Questionnaires according to Chasteauneuf (2010) can provide insight into a 
participant’s “knowledge, beliefs, opinions, or attitudes” (p. 769) about or toward an issue.  In 
particular, the anonymity and lack of immediate teacher presence were useful to 
“complement inferences” from the more public interview data (p. 770).  Chasteauneuf notes 
the disadvantage of potentially limited responses in a questionnaire and the lack of 
opportunity to probe answers, but adds that anonymity and time to ponder answers can be 
advantageous. I felt these advantages were important in relation to working in a school and 
with children who initially didn’t know me. Moreover, as the analysis in Chapters 5 and 6 
demonstrates, for some of these students, the format was probably more appealing than 
writing or speaking at length. I was also aware that honesty, memory, motivation and ability 
to respond to questionnaires can all have an impact on the questionnaire responses 
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(Menter, Elliot, Hulme, Lewin & Lowden, 2011). The collection of data via the different 
interview modes, at different stages of the study, and the analysis of student work mitigated 
this problem somewhat. For example, cross-referencing of the final questionnaire data with 
that from the stimulated recall group interview data, also in Term 2, was useful for 
clarification and credibility (Patton, 2002). 
There are many considerations when designing a questionnaire as Menter et al. 
(2011) point out. Questions were devised to deal specifically with engagement in language 
learning and attitudes to languages pedagogy; some required very limited scaled Likert 
responses but many were open-ended to include all possible responses. In the final 
questionnaire I also devised questions which provided detailed information regarding which 
parts of the experience learners had felt were most beneficial.  Some aspects of 
questionnaires are particularly important when working with young respondents, such as: the 
explanation of the scaling, clear presentation, simple wording and a concise but 
conversational form were important. With hindsight, I can see that in some questions these 
criteria were not well met. For example, I asked for learners’ thoughts on “learning a 
language in relation to education as a person living in the multicultural Australian community 
and a world which is far more connected“ (IQ Qn 2); the complex clause structure makes this 
a difficult question to absorb.  However, in the vast majority of cases, the responses implied 
that the questions were understood and very few gaps were left.  
Classroom video recordings  
Student to student interaction was crucial to this study of language learning but it is very 
hard to capture. Video recordings are one method which can "extend the capacities of other 
approaches in several directions” (Flick, 2009, p. 251). In particular, Svalberg (2009) points 
to the need for more micro-analysis of conversation data or audio/video recording of 
classroom interaction in order to explore learner engagement in the language learning.  In 
providing a visual and audible record of interaction such recordings offered the possibility of 
“greater understanding of the acts, activities, events, interactions, behaviours, and the nature 
of the context” (O’Toole, 2006, p. 72). They also gave me greater insight into the 
kinaesthetic communication in the classroom. It is, however, also important to remember that 
video can also “compound[s] ambiguity although appearing to do the opposite” (Goldman-
Seagall, 1998, p. 26); the multiple images and multimodal interactions of many students at 
once can both clarify and complexify the data. The first recording was in Week 3 (16/02/09) 
of the 18 week project and the last was in Week 16 (01/06/09). After the first two weeks of 
the project, most of one session in most weeks was recorded (see Appendix Q).  
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A digital hard drive camera was used and data downloaded to a protected computer. 
Two different university students were paid to use the camera from the QUT PhD allowance, 
one of whom had studied film at university. The camera tended to be fixed in teacher-talk 
sessions and hand held and roving for the rest of the time. The classroom noise often 
masked parts of group interaction, but not always. Because the operators chose where to 
point the camera, there is a randomness about the recordings which lessens my influence 
on the story they tell (Dunn, 2010). We recorded sessions which overtly linked drama and 
language work in order to assist in making links between the drama pedagogy and the 
language in use. We also recorded more ostensibly language focused sessions, partly to 
more accurately record a range of learning experiences and also to provide a point of 
comparison in terms of learner participation and evidence of engagement levels. This 
combination proved valuable for my analysis work in Chapter 7. All students gave 
permission for their images to be recorded (Appendix D). The camera did not seem to affect 
their behaviour unduly; at first there are examples of a tongue stuck out and giggles as the 
camera came close, but gradually, as is usual, this stopped (Goldman-Seagall, 1998). When 
the camera zoomed in on a group, my impression is that they might have concentrated more 
on the task in hand, but the nature of their work didn’t change.   
In seeking responses to the research question, the recordings were important in their 
representation of kinaesthetic as well as verbal activity.  Both intercultural communication 
and process drama are dependent on multimodal forms of expression and the recordings 
offered me evidence, for example, of the gestures and behaviours of engaged behaviour and 
of role switching. Each movement, gesture or expression is not necessarily associated with a 
speaking turn and it was useful to be able to return to the video to check exactly where 
actions occurred, by whom and in relation to whose speech (Heath, Hindmarsh & Luff, 
2010). For example, during the Immigration Assessment key task I was able to view the 
student gestures, spatial positioning, asides to peers, how much I talked, work of less 
dominant individuals, and perky or slumped demeanour. However, the same tentative 
analysis of meaning is needed for video data as when analysing the written or spoken word 
(Jewitt & Kress, 2003; Pink, 2007). Video transcription was done by myself and another 
German speaker and repeatedly checked against the video as I analysed the data.  
Photographs of freeze frames  
Freeze frames are a process drama strategy (Appendix B). Students “freeze” in a tableau 
they have prepared together to highlight some aspect of the drama. I took photographs of 
these activities in preference to using the video camera since the stills camera was always to 
hand and I did not need an operator.    
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Audio recordings of student interviews  
I conducted three sets of group interviews through the two terms of the study and one set of 
individual interviews five months after the project (Appendix Q). All interviews lasted 
between 12 and 14 minutes. Professional transcription was arranged for every interview 
recording. They were: 
1. Three small focus group interviews  + one individual interview;  
2. Two small focus group interviews; 
3. Four stimulated recall group interviews; 
4. Three individual interviews. 
The group interviews were relatively casual conversation around who, what, when, where, 
why and how (Mills, 2003). The omnipresent school bells meant that some conversations 
finished abruptly and probably contributed to my sometimes ignoring learners or limiting the 
follow-up questions. However, the fact that students were often eating lunch or chatting 
about “peer life” at the start of the interviews lent them a relaxed tone. Volunteer numbers 
were influenced by the provision of chocolate cake (with school permission), but I saw this 
as recognition that the students were giving up social time for what were, primarily, my 
academic purposes.  
All the interviews took place with volunteer students in school hours, at morning tea or 
lunch breaks. They were semi-structured, relying on a guiding framework of questions but 
often following the direction of students’ responses (Silverman, 2009). This was important to 
ensure the learners could also raise topics and develop them as a group if they so chose. I 
was hoping that group interaction would mitigate my influence somewhat (Flick, 2009; Ho, 
2006). In Appendix E I have provided an outline, with sample questions, of interview sets 1, 
2, 3 and 4. Contact with small groups and/or individuals perhaps helped to speed up the 
building of a relationship of trust in the class which is particularly important for this kind of 
drama (Bundy, 1999) and for participatory research (Zeni, 2009). As I was a novice 
interviewer, my ‘”situational competence” (Flick, 2009, p. 154) was not reliable, as can be 
seen in the focus group interview (SI 3C) analysed in Chapter 8. However, I think the danger 
of self-fulfilling data which beginner practice can imply (Silverman, 2009) was somewhat 
counteracted by the evidence of a relationship of trust established with the learners, in the 
way they critiqued my practice and took the interviews seriously, as shown in student 
comments cited in Chapter 7.  
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Small focus group interviews  
Several benefits of group interviews have been recorded: O’Toole (2006) asserts that group 
interviews have an invaluable, different dynamic from solo ones; “there is a level of endemic 
prompting and probing which often provides rich and profound insights and observations” (p. 
114). Similarly, Ho (2006) and Flick (2009) feel that there is a synergistic effect of a group 
interaction which can help to produce ideas less forthcoming in a one-on-one situation. In 
several stretches of most interviews I did not speak for several turns, suggesting the group 
interview strategy did “lead beyond the answer of a single interviewee” (Flick, 2009, p. 196). 
This aligns with my conclusions regarding the co-constructed TL texts evident in the role 
play data of Chapters 5, 6, and 7. All critical action research deals with a perceived problem 
and in these interviews the problem addressed was largely the level of and means to 
engagement in language classes. According to Flick (2009), problem centred interviews 
contain a conversational entry, general and specific prompting and ad hoc questions and 
these are exemplified in Appendix E. 
The focus group and stimulated recall interviews both responded to the research 
question, but in different ways. In the first set of focus group interviews (Table 4.ii, SI 1A, 1B, 
1C & 1D,) I sought to establish learners’ response to, and analysis of their past experiences 
of language learning in the context of today’s world and their place in it. I wanted to extend 
and clarify the information given in the initial questionnaire (Table 4.ii), whilst also offering 
space for new thoughts. In the spirit of participatory study, I also wanted to establish learners 
as co-researchers whose opinion I valued.  
In the second set of focus group interviews I had wanted to find out what learners felt 
about the drama pedagogy and their own language learning once the project was well 
underway, towards the end of Term 1. Unfortunately, due to technical problems, only 
snippets were recorded. I had made notes after one of the interviews in my journal but the 
other interview where several students, especially Kit, spoke in detail and at length about 
how they thought they learnt languages, was largely lost. I amalgamated the transcribed 
snippets and journal notes to make the data document referred to as SI 2 (Table 4.ii). 
Stimulated recall group interviews 
This set of interviews (Table 4.ii, SI 3A, 3B, 3C, 3D) took place in the second term of the 
project. I had identified a recording of the Immigration Assessment (Table 4.ii, Video G) task 
as a key episode, partly because it seemed to provide evidence of sustained student 
engagement (see Data Analysis section below). Since impressions of student engagement 
are not easy to confirm (Bundy, 2003), I therefore decided that this set of group interviews in 
Term 2 would include a video stimulated recall of this episode (Smagorinsky, 2001). In this 
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kind of interview the interviewees are stimulated to recall an experience, in this case, 
through watching a video recording. The researcher asks the interviewees what they were 
thinking during or after the activity (Swain, 2006). In response to the research question, I 
was keen to investigate the learners’ perceptions of engagement in the drama in relation to 
their use of language, and their thoughts as they interacted. Despite the passage of time, 
viewing the video was intended to support learners in remembering this experience (Flick, 
2009, p. 196). The strategy also meant that learner perspectives on the experience could be 
set against the cognitive and social variables which characterised my viewing (Dunn, 2010).  
Aware that video provides “visual spaces in which a number of different meanings can be 
invested” (Pink, 2007, p. 125), I wanted to reduce the chance I would completely 
misinterpret, or overanalyse. I could explore the significance of the language interaction 
specifically for “those who undertake it” (Breen, 2001b, p. 134). This provided a dialogic 
(Bakhtin, 1981) and reflexive check on the trustworthiness of the study (Lather, 1991b). 
Sample questions from this set of interviews are provided in Appendix E.  
Participation was again voluntary, and the interviews were done in drama groupings. 
O’Toole (1992) notes the potential for silenced voices amongst those attending and not 
attending an interview and I was aware of the lack of interview data from two of the family 
groups in particular. Consequently, I encouraged them to come along and one group agreed. 
I think, however, that my new interviewing skills were not ready for this last group’s less 
sophisticated abstract communication skills. Scott (2000) observes that children from around 
11 can respond to open-ended questions but may need more scaffolding than adults and I 
generally failed to elicit substantiating statements (Freebody, 2003) from Family Schneider 
(Table 4.ii, SI 3D). 
Individual student interviews  
In reflecting critically on my data (Kemmis, 2007) towards the end of the action research, I 
was concerned at what I then saw as the limited amount of data which would relate the 
drama and language study to the intercultural language learning as specified in the research 
question. In consultation with the supervisory team I arranged to go back and interview some 
learners after the event. I sought and received an ethical clearance extension and school 
permission and invited six students for an individual interview. I invited these six to provide a 
gender and language experience mix and because some element of their earlier work 
appeared to me worth further exploration in relation to the research questions. Tom 
(absolute beginner), Ben (absolute beginner) and Ali (continuing German learner) responded 
- and remembered permission slips. 
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The individual interviews (Table 4.ii, SI 4A, 4B, 4T) were again conducted using the 
sequence of conversational entry, general and specific prompting and ad hoc questions 
(Appendix E). There were also elements of the expert interview (Flick, 2009) since the 
learners as well as the teachers are experts in what they have learnt. Moreover, in expert 
interviews the concern is often with a process and its ongoing effects from the perspective of 
participants. In these individual interviews this is particularly apparent as learners discuss 
their intercultural learning during and beyond the drama-languages process. The interviews 
did yield more data which were highly significant to my exploration of the nature of 
intercultural language learning. 
Student written work  
Stringer (2008) maintains that student artefacts provide “highly informative, concrete, visual 
information” (p. 74). They were significant to the study as the more tangible products of the 
research action. The use of student work as data, listed in Appendix Q, was also important 
for the accountability of the study in relation to this thesis, to the school and to the observing 
teacher whose class I had taught. As Burns (2010) points out, action research which 
disadvantages learners in relation to school expectations is not conducive to good school-
tertiary relations. Almost all student written or digital work from the teaching period, done as 
formative assessment and as drafts, whether verbal, graphic or computer generated, was 
collected and photocopied. Beginner languages students do not produce much volume in 
written work so this was a small but very informative data bank (see Chapter 6) and a rich, 
TL focused supplement to the oral, visual and kinaesthetic evidence on the video recordings 
. The different use of language in written genres (Burns, 2010; Bakhtin, 1986; Halliday, 
1978) also meant the written data added a crucial dimension to this study of intercultural 
language learning. Importantly, it also provided records of work by all the students, in 
contrast to the oral recordings which focused on the more voluble class members.  
Summary 
I wanted to present data which provided evidence of language in use in the classroom and 
which revealed reflection in and on action by myself and the learners (O’Mara, 1999). Such 
reflection was crucial to the evolving classroom planning of process drama (O’Neill, 2012) 
and of the action research method (Kemmis, 2007), and to the recognition of students as 
research participants. I wanted to generate data where teacher and learners were immersed 
in the drama and where they could stand back from it; and where they were standing back 
but viewing themselves immersed. This would “narrow and expand the focus” (Hatch, 2002, 
p. 228) of the reflection. These data sets provided a web of reflection which shows how the 
data can be categorised as separate samples from the swamp but still be viewed as part of 
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the ecological whole (Kramsch, 2011). It also shows how the students and I adopted 
different roles as we reflected - learner, teacher, researcher - thus bringing our different 
discourse memberships to bear on the reflection. Without this range of researcher and 
participant generated data there would have been no opportunity to imagine how the 
experience affected the observing teacher and the students. This kind of dialogic approach 
is necessary for praxis which focuses on teaching and learning, always a two way process. 
The dialogic reflection is also an attempt to foster more than the illusion of agency, alluded to 
above, for all participants (Martin, lisahunter & McLaren, 2006). Finally, in collecting both 
verbal and visual data I had two aims: to further enrich the picture which I offered of the 
classroom ecology;  and to exemplify and uphold the advocacy, explained in Chapter 3, for 
multimodal text as a powerful communicative tool (Kress & van Leeuwen, 2001; Lemke, 
2012; Pink, 2007). 
Data analysis 
In investigating the drama-languages experience, I was influenced by Kramsch and 
Whiteside’s (2008) use of the word ecology in relation to language classroom work and by 
van Lier’s (2002) account of ecological linguistics. I used ecological methods (van Lier, 
2002) which “take account of the full context as it dynamically enables or constrains the 
learning process” (p. 142 italics added). I was therefore interested in the processes of 
drama, engagement and intercultural language learning as part of this full ecological context. 
In van Lier’s terms, I was interested in what emerged from the semiotic activity of the space, 
what affordances for further action and interaction arose from the dramatic context, what 
effect the presence of an object of joint attention (in this case the dramatic narrative) had, 
and what the resulting quality of the language and the language learning experience was 
(van Lier, 2002). The subsidiary research questions in Table 1.i reflect this approach.  
As is common in interdisciplinary research I drew on a combination of different analytic 
tools which included discourse related lenses (Fairclough, 2012). Lemke (2012) states that, 
“Discourse analysis and its multimedia successors are about filling in the gap between 
macro-social theory and micro-social data” (p. 81). In relation to intercultural language 
studies specifically, Dervin and Liddicoat (2013) recently re-emphasised the part which 
detailed linguistic study, such as discourse analysis, can play in researching intercultural 
language learning; they can complement approaches which adopt a more identity based or 
ethnographic approach. Many of the analysis tools I chose are not, of themselves, traditional 
discourse analysis tools but a range of frameworks from the fields of process drama, 
intercultural literacy, applied linguistics and critical applied linguistics which, together, helped 
me explore the social, linguistic and discursive space of this particular classroom.  
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To justify these different analytic lenses I have adopted several principles of the 
bricolage (Berry 2006; Kincheloe & Berry 2004). Creating a bricolage study is a process of 
active construction which has been influenced by the interdisciplinary approach of cultural 
studies (Kincheloe, 2004). It has evolved out of “respect for the complexity of the lived world” 
(p.2) and, rather than breaking a phenomenon down into constituent parts, it focuses on the 
meaning which comes from inter-relationships. Bricolage is a critical approach, not a 
method, which uses multiple tools, lenses and paradigms to question the codes, signs, 
rituals and conventions which saturate, in this case, classrooms (Steinberg, 2006). The mix 
of analytic lenses is not chosen for the sake of diversity but because it can allow each 
analysis to inform and critique another (Steinberg, 2006). The acknowledgement of the 
creative, personal element in bricolage indicates the acknowledgement in the approach of 
the subjectivity of research (Kincheloe, 2006). Moreover, bricolage encompasses “respect 
for the complexity of being human” (Berry, 2004a, p. 2), which resonates with the central 
concern of drama with the human condition (Neelands, 2012). 
Table 4.iii 
Principles of bricolage in use 
Characteristic 
(Berry, 2006, p. 89 & 
Kincheloe, 2004) 
Example of characteristic in study  
Problematises Each chapter addresses a specific problem as described at the end 
of this chapter 
Contextualises – 
relates research to 
political, economic 
and/or social 
relations  
Process drama theme contextualises language learning as a 
project fo rcritical citizenship education 
A random approach 
but with purpose 
The research question underpinned the analytic lenses I chose; 
each lens had to help me answer the questions: What is going on 
in this text? What does it tell me about learner engagement, 
process drama and intercultural language learning?  
Bifurcations –  
having to decide 
which route to follow 
Faced with the gamut of analytic lenses available, which do I 
choose? For example, would I use Byram’s (1997) established 
framework of savoirs to code the final student interviews, or start 
with Carr’s (1999) less well known sympathetic/dialogic distinction?  
In the end I began with inductive coding which led to a connections 
theme.  
Spontaneity – 
epiphany – taking 
advantage 
I was wondering if collaboration was important to this classroom 
and began writing about the pre-text reading conversation. 
Instinctively, as a language and literacy teacher, I drew on 
Muspratt, Luke and Freebody’s (1997) four roles of the reader 
model to talk about what the boys were doing. It was my way into 
identifying how learners were drawing on their L1 skills to do the 
TL. I could then look at other data using the L1/TL nexus.   
Challenging familiar 
thinking, 
Throughout the project the observing teacher and I disagreed about 
the form and purpose of assessment. I designed some assessment 
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preconceived ideas which was in keeping with her expectations but defended my less 
traditional assessment for learning approach (Black & Wiliam, 
1998) in other tasks. 
Dialogue - look at 
what multiple others 
think, relate to self, 
consider  
Coding themes in the interview data from the students and the 
observing teacher highlighted points of contradiction between them, 
such as the effects of group work, and forced me to consider both 
positions, and my own in relation to them. 
 
A bricolage approach recognises the need to approach the swamp from many 
directions (Berry, 2006) since, “the meanings and values of classroom discourse reside 
behind and beneath what is said and unsaid” (Breen, 2001b, p.126).  In the following 
analysis several images of the swamp are drawn from linguistic, socio-cultural and dramatic 
perspectives; each perspective was chosen in the course of analysis to illustrate different 
themes in the data; each was informative on its own; each image was overlapped with 
others to create new pictures. According to Berry (2006) the point of bricolage cannot be 
codified, but it can be distinguished by certain characteristics and Table 4.iii explains how 
these characteristics relate to the analysis I undertook. 
Coding and selecting the data  
In preliminary data analysis employed different kinds of data exploration, deductive and 
inductive. This included: coding and theming of interview transcripts in different ways 
(Bernard & Ryan, 2010; Holliday, 2010; Saldana, 2009); noting of unusual expressions and 
surprising text in student work; re-reading literature; and sorting by comparing students’ 
different use of the TL. I also undertook much linking of themes and analysis through writing 
memos, summaries and draft chapters (Hatch, 2002; Saldana, 2009).  
Initially, I dealt with the data sets in turn. I did a preliminary content coding of the initial 
and final questionnaires, identifying words and phrases relevant to the research question 
(Menter et al., 2011). I then repeated the coding for all the interview transcripts. From this 
process I derived key themes such as “fun”. I also listed “startling comments”. I then 
reorganised the way I presented the data in my files and collected data relating to these 
themes from both the questionnaires and the interview transcripts. From this I identified sub-
themes across the data; for example, “fun” became “role + challenge + out of desks”. Once I 
had viewed the video data, I extended the sub-theme of “out of desks” to become a new 
theme, “kinaesthetic mode”. I returned to the questionnaire and interview data and 
discovered that under the theme, “kinaesthetic mode”, I could find the sub-themes, 
“doing/being the drama + mnemonic + language scaffold”.  Through this cyclic, back and 
forth approach to coding, I began to accumulate a picture of what was important to the 
students in the drama-languages pedagogy.  
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I then moved on to the classroom video recordings. This was key data and cataloguing 
and reviewing videos with a view to transcription and further analysis was a significant step 
(Heath, Hindmarsh & Luff, 2010) in initiating the text-discourse connections discussed in the 
following section, Analytical lenses. According to Anderson and Heap (2009), finding 
classroom incidents which are either typical “business as usual” (p. 163) or in some way not, 
is one way to isolate data for deeper analysis. Therefore, I examined the student work, 
including the video material, for elements of beginner student work which were familiar to 
me, for elements which my professional knowledge and instincts told me were surprising in 
some way (Berry, 2004b) and for episodes which resonated with links made between 
language and drama pedagogy in my reading. Table 4.iv, Sorting of key videoed episodes 
for analysis, exemplifies this process.  
As discussed in Chapter 1, several subsidiary questions were held in tension as I 
worked with the data (Table 1.i). I slowly realised that it was not a case of using the 
questionnaire and interview data to address one question, the written and video recorded 
classroom work for another, and so on; the data sets spoke to each other through the 
questions. Therefore, once I had sorted the videos I selected several for analysis, each of 
which related to one or more questions and one or more dimensions of the main research 
question – intercultural language learning, engagement and process drama in the language 
classroom. Some extracts illustrated themes which I had highlighted in the learners’ 
responses; in some the interaction, for different reasons, implied either engagement with the 
drama or the language in a new context; I examined the transcripts of some as samples of 
language in use for a social purpose (Bakhtin, 1981; Halliday, 1978) and as classroom talk. I 
develop this explanation in the section, Construction of Chapters 6-8. 
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Table 4.iv 
Sorting of key videoed episodes for analysis 
Video content 
Video ref 
and Date 
Videos a Language 
focus drills; e.g. 
games, and pre-
scripted work, 
primarily involving 
repetition and 
practice rather than 
language in 
authentic use. 
Activity often 
repeated over term. 
Videos b A short section of 
the session seemed to show 
activity of significance for the 
research questions; for 
example visibly highly 
engaged and focused learners 
(Bundy, 2003), or target 
language use which seemed 
unusual in some way for a 
beginner level classroom (Kao 
& O’Neill, 1998; Marschke, 
2004) 
Videos c A whole learning 
experience seemed of 
significance – recordings which 
were powerful indicators of both 
authentic language use and 
engagement in/enjoyment of the 
drama and/or the learning 
process (van Lier, 1996; Bundy, 
2003); also videos which had 
learners apparently markedly 
frustrated or losing focus. 
 
 
Students playing 
an adapted beetle 
game to practice 
self-description  
 
 
Students re-
assembling a 
jumbled script of 
a job centre 
interview then role 
playing it. 
 
Students telling 
their partner 
which part of 
Berlin they live 
and work in.  
 
Reading  Ship’s List in 
group of 3 
 A 
1/02/09 
Class Gossip Mill on Deck  D 
13/03/09 
 No Food class role play F 
31/03/09 
 Immigration Assessment task G 
02/04/09 
Language Discussion (L1)  H 
24/04/09 
Gangplank ritual  H 
24/04/09 
 Job Circle ritual role play H 
24/04/09 
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In the coding and data selection process across all the data, I adapted a further 
principle from Berry’s (2004b, 2006) account of the bricolage. Berry (2004b) describes 
feedback looping as a way of tracking, critiquing and connecting one’s research as one 
works, but she connects it explicitly to supervisor feedback. Whilst I was indeed provoked to 
such action by supervision discussions, the term also neatly describes the development of 
themes in this analysis. The data themselves were providing me with feedback which I used 
to ‘loop back’ into other data. I offered a simple example above when describing the back 
and forth way I developed the theme “kinaesthetic mode”. In another example, analysis of 
tensions in the Immigration Assessment led me to apply the tensions typology to the Gossip 
Mill and the Government Photos after the initial analysis. Such looping could make new 
connections between data which enriched my thinking and often changed the organisation of 
each chapter. The process is presented in Figure 4.i where much of the analysis is 
deductive, but the origin of the sequences were two themes, “group collaboration” and the 
“kinaesthetic mode”, identified by inductive coding of all the student interview and 
questionnaire comments.  
I also worked with the spirit of bricolage to choose data for analysis in each chapter; I 
wanted to respond to the research question from as many directions as possible in order to 
identify the interdependence of the ecological flora and fauna. I drew on my reading of the 
literature together with the deductive and inductive identification of themes to decide what 
such flora and fauna might be; for example, collaboration, working in role, using various 
modes, developing tension, making connections. As I explain further below, each chapter 
contains data from multiple sources, produced at various distances (Eriksson, 2011) from 
the classroom action, and presented in multiple graphic modes, verbal and visual. This 
aligns with the theoretical framework of language communication as multimodal (Kress, 
2004, 2012), dialogic and double-voiced (Bakhtin, 1981). Despite initial chapter 
“organisation”, as Figure 4.i shows, new themes continued to emerge as I wrote and re-read.   
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Re-read @ interpersonal 
metafunction  
 
Analyse group interaction in Immigration Assessment Video, Raabe Family: 
Conclude group performing support, identity assertion & creative 
collaborative text-building 
 
Link and extend themes group collaboration, affect and kinaesthetic mode  
 
 
 
 
 
Existing theme from SI 1,2,3 and Ship’s List analysis:    
Group Collaboration 
Immigration assessment video: deductive content coding for expressions of 
animation in gestures.  
Existing theme from coding of student 
interviews 1,2,3: Kinaesthetic mode.  
 
Feedback looping: Re-code Student Interviews for 
animation using – key words 
 
Emergent–  
Feedback looping:     Deductive re-coding of language functions in No 
Food – discourse/symbolic 
Confirm theme affect 
 
Emergent theme affect in language 
Re-read on group emotion, 
intersubjectivity and the elements of the 
interpersonal 
 
Feedback looping to 
link themes  
 
Confirm theme group collaboration 
ollration 
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Figure 4.i. Extract from theme analysis 
The analytical lenses 
As Kincheloe (2006) notes, bricolage depends on a wide experience of research 
methodologies and paradigms which are not always at a doctoral student’s fingertips. 
Therefore, I make no claims to have produced a thesis document as sophisticated bricolage, 
but I have applied interdisciplinary lenses (Kincheloe, 2004) and have rejected what Berry 
(2006) calls “monological” methods (p. 8). A singular analysis approach could act as an 
authoritative discourse and occlude the internal persuasiveness of the data itself (Bakhtin, 
1981). As Table 4.iii demonstrates, a bricolage approach involves backtracking, cross 
referencing and bifurcations in the data selection and analysis (Berry, 2006). This is in 
keeping with the reflective and flexible nature of action research, and the more uncertain 
dialogic nature of a Bakhtinian framework.  
A critical approach to analysis presumes relations between social practices and 
events, as they are represented respectively through discourse and texts (Fairclough, 2012, 
p.15). Therefore, a discursive approach was useful for much of the analysis as I am 
interested in the effect of process drama on the discursive nature of the language in the 
classroom, and, in a Hallidayan sense, the connections between the contexts of culture and 
contexts of situation in which the classroom talk and texts unfold (Hasan, 1995). Discourse 
related analysis allows classroom texts to be related to the genre of classroom talk, to the 
wider orders of discourse (Fairclough, 2012) of the school and local educational practice, 
and to the social membership discourses (Gee, 2002) which participants bring to the setting 
and interaction.   
This attention to the classroom and pedagogy in its social context aligns with the 
transformative goals of participatory action research and its commitment to finding what 
Fairclough (2012) refers to as ways over or around obstacles to change. Taking discourse to 
encompass bodily and visual communication as well as verbal (Fairclough, 2012; Kress, 
2012), discourse analysis also helped an exploration of learner engagement with the drama-
languages process and “how the learners locally defined the meanings of the interactional 
routines and strategies that enabled them to construct positive relations and identities in the 
classroom” (Tsui, 2012, p. 388).  It also allowed for analysis of student commentary which 
explored the different ways they made meaning of the work as an intercultural learning 
experience. A focus on discourse also provides the chance to examine the data using a 
Bakhtinian (1981) perspective on discourse as heteroglossic, dialogic, single/double-voiced 
and/or authoritative/internally persuasive; terms which provided me with further discourse 
related lenses. Together the analysis tools set out in Table 4.iv helped me paint a picture of 
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the discursive and textual ecology of the classroom swamp (Berry, 2006). Their application 
is further explained in what follows. 
Table 4.v 
Analytical framework 
Chapter and 
focus 
Initial analytic lenses following initial 
coding and data selection 
Overlaid lens 
5. 
Classroom 
talk 
Playwright functions (Dunn, 2011) 
Discourse and symbolic roles (Halliday & 
Matthiessen, 1999) 
Discourse membership and 
hybridity (Gee, 2002; 
Pennycook, 2003) 
Risk (Sandseter, 2009) 
6. 
Multimodality 
Four roles of literacy (Muspratt, Luke & 
Freebody, 1997)  
Graphic, oral and kinaesthetic modes 
(Kress, 2001, 2012)) 
Field, tenor and mode (Halliday, 1978)  
Salience and interest (Kress, 
2004) 
7. 
Role, tension 
and 
language 
Enrolment (O’Neill, 1995, 2006; O’Toole, 
1992) 
Artistry and language focus (Dunn & 
Stinson, 2011) 
Form and meaning (Long & Robinson, 
1998) 
 
Dual world metaxis and 
dramatic tensions (O’Toole, 
1992) 
Affect and the interpersonal 
(Halliday, 1978; Imai, 2011; 
Swain, 2011) 
Drama-languages as art and 
craft (Dewey, 1934/58) 
8. 
Intercultural 
teaching and 
learning 
Sympathetic and dialogic intercultural 
literacy (Carr, 1999)  
Intercultural reciprocity (Scarino & Liddicoat, 
2009) 
Dramatic engagement, connection (Bundy, 
1999, 2003) 
Investment (Norton, 2001) 
Historicity (Kramsch & 
Whiteside, 2008) 
  
 
The bricolage approach to analysis, in conjunction with the eclecticism of the action 
research data collection methods referred to in the previous section, worked well 
theoretically in the context of language as social practice where text creation is seen as a 
series of purposeful but unpredictable utterances (Bakhtin, 1981), as a process of scanning 
what is available to create meaning at any point in time (Berry, 2006; Halliday & 
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Mattheissen, 1999). In summary, the principle of bricolage provided freedom to use analytic 
lenses from drama and language fields in order to best discover where the synergies and 
disjunctures between them might be in this classroom.  
Construction of Chapters 5-8 
There are four data analysis chapters in this thesis, each of which was developed around 
different combinations of the subsidiary questions listed in Table 1.i..The analyses are 
brought together in the conclusions I draw in Chapter 9 and I explain and justify the analysis 
as I introduce each chapter below.  
Chapter 5 Classroom talk as playwright functions 
The language recorded in a whole class role play (Video F) towards the end of Term 1, 
though limited, was far more socially specific than the usual beginner language interactions. 
This expression of the field, tenor and mode of an interaction is linked to cultural beliefs and 
traditions, and this therefore seemed significant to intercultural language learning. Moreover, 
it appeared that, like the girls in Dunn’s (2001) Drama Club, the teacher and the learners 
were expressing themselves in ways which could be categorised for analysis as “playwright 
functions” (Dunn, 2011) and that there might be a connection between these two 
observations. Dunn was impressed by the sophistication of the dramatic play of the 
adolescent girls and, drawing on O’Neill’s (1995) original definition of the playwright function, 
she developed nine categories to describe their interactions in role. They are:  
1. Maintaining the narrative 
2. Extending the narrative 
3. Intervening (positively)  to advance the narrative 
4. Intervening to interrupt the narrative (comedic or non-comedic) 
5. Reinforcing an advance (actively integrating the advance or interruption to the text 
through a relevant contribution) 
6. Resisting an advance (reacting to the advance by actively resisting or 
contradicting it) 
7. Reviewing the narrative 
8. Ignoring (passively ignoring the advance) 
9. Sabotaging (blocking that may include denying the existence of the dramatic 
frame entirely) 
(Adapted from Dunn, 2011, p. 18) 
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I wondered if there was a link between the dramatic narrative and the use of language as I 
had also begun to analyse the way students were finding language to participate in the 
drama from a very limited repertoire. 
 I realised there were marked differences from utterance to utterance in the resources 
learners drew on to respond to me with very little German. They ranged from simple 
repetition or gesture to creative manipulation. I was encouraged to draw up a table to 
analyse the No Food data, using Dunn’s (2011) functions, listed above, and my emergent 
conceptualisation of the student language strategies as re-use, manipulation and 
transformation. The annotated transcript in Appendix G was the result, and formed the 
framework from which I analysed the effects of the dramatic participation on the teacher and 
student language in use. Yet I wondered, did the pedagogy provide a productive ecology 
only for some learners? The action research was designed in response to the low take-up of 
language learning described in Chapter 1, and to the need to develop intercultural skills in 
interaction. Therefore participation levels in class were significant. I moved to explore this 
question in Chapter 6. 
Chapter 6 The Five macro-skills: Multimodal language learning 
These learners all exhibited some level of enthusiasm for the drama-languages pedagogy, 
yet their oral participation levels were mixed in quality and quantity. In this chapter, therefore, 
I was looking for effects of the multimodality of drama on the learner engagement, 
participation and  intercultural language learning across multiple modes of interaction. To 
kick-start the analysis, I used the four macro-skills model (see Use of Terms) to choose 
examples of reading, speaking/listening and writing in the student work. As Table 4.iv, 
Analytical framework, shows, I used several lenses; the four roles of literacy were useful for 
the reading and writing tasks; Kress and van Leeuwen’s (Kress, 2001, 2012; Kress & van 
Leeuwen, 2001) work on multimodality informed the reframing of speaking and listening into 
oral/kinaesthetic communication; the whole analysis was filtered through the Hallidayan 
(1978) concepts of field, tenor and mode. I combined this analysis with the dominant theme 
in student commentary, cited earlier in this chapter, of the affordances of the “kinaesthetic 
mode” for language learning. In this way, I was able to offer a possible explanation for the 
apparent salience (Kress, 2004) of the multimodal intercultural ecology afforded by the 
drama.   
Chapter 7 In the zone: Constructing a drama-languages experience 
In this chapter I focused more carefully on the role of the dramatic elements in the 
intercultural languages classroom and the consequent challenges faced by language 
teacher and learners in accommodating the new pedagogy. After reading Dunn and 
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Stinson’s (2011) article suggesting that some drama-languages work paid more attention to 
language forms than to dramatic artistry, I was provoked to ask where in this project such a 
critique could or could not apply. This question was important to the reflection on the 
research in action as a whole sequence and to help frame future iterations of the classroom 
action.  
The analysis process in this chapter exemplified the random, spontaneous yet 
purposeful aspects of the analytic bricolage and the use of organisational feedback looping 
(Berry, 2006). Initially, I used O’Toole’s (1992) and O’Neill’s (2006) work on enrolment and 
different kinds of tension to identify the dramatic elements at work in the language in several 
tasks in Term 1. I then reversed the process and analysed some of the language used to 
develop the drama. In another feedback theming sequence, similar to that in Figure 5.i, I 
then looked for evidence of what Bundy (2003) calls animation in the data, which led me to 
notice the different dimensions of affect in the work. This sent me back to the applied 
linguistics field to explore further the affective ecology of this swamp (Imai, 2011; Kramsch & 
Whiteside, 2008). The affective layering which was revealed led me to conceptualise the 
mechanics of role and tension in the classroom as co-constructive dramatic art and 
language/discursive craft (Dewey, 1934/58). 
Chapter 8 Intercultural language teaching and learning: It makes you think... 
Kemmis (2007) emphasises that action research is reflective practitioner research. This 
chapter develops the reflective approach through pondering possible links between the 
process drama form and my attempts to develop learners’ intercultural literacy. As Kemmis 
points out, action research is an attempt to expose and question “unrecognised distortions of 
interpretation and action” (p.173). For a practitioner, “re-seeing” is a useful part of praxis; it 
can jostle professional self-satisfaction and trigger creative reconnection to theory. 
Moreover, Hatch (2002) suggests that a tale with a critical focus may need separate sections 
to spell out “self-reflexive statements and explanations of transformative efforts” (p. 236) and 
this chapter is in part an attempt to do that. Conscious of the synergy between the use of 
reflective phases in process drama (O’Toole, 1992) and interpretive reflective work in 
intercultural language learning (Liddicoat and Scarino, 2013), I was initially seeking links, in 
the stimulated recall group interviews and the individual interviews, between the reflective 
tasks I designed and the student statements relating to culture and language. I had evidence 
from my journal and the literature that these were difficult phases of the experience for me, 
as they are for other language teachers (K. Byram & Kramsch, 2008; Diaz, 2011; Scarino, 
2009), and I wondered if the data would tell me more about why. From the data, I 
categorised some constraints on my teaching, some professional disappointments and some 
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apparent benefits of the pedagogy in terms of students’ intercultural literacy, all of which can 
inform future practice.  
Further analysis of the stimulated recall interviews and the three final, individual 
interviews, highlighted the question of what is seen to constitute intercultural language 
learning in the beginner classroom. As discussed in Chapter 3, the construct of intercultural 
literacy is both elusive and variously defined, even within Western academe (Byram, 1997; 
Kramsch, 1993; Kramsch & Whiteside, 2008; Dervin & Liddicoat, 2013; Scarino & Liddicoat, 
2009). Therefore, one of the difficulties facing practitioners is the lack of a clear construct 
with assessable elements. The discussion of assessment is relevant to, but beyond the 
scope of this thesis, but, as outlined in Chapter 3, grounding the ephemeral nature of the 
construct is integral to it.  
To identify and examine expressions of intercultural literacy, after initial open coding, I 
re-coded using a loose conceptualisation of connection derived from Norton’s (2001) 
concept of “investment” (p. 165), Scarino and Liddicoat’s (2009) description of intercultural 
connections, and Bundy’s (2003) concept of connection to dramatic themes. I sought 
expressions of connection to language, identity and to the dramatic theme in the data. I 
undertook further analysis of some of these expressions using themes sourced from a scan 
of the data and from the literature (Gibbs, 2007), employing Carr’s (1999) concepts of 
sympathetic and dialogic expression underpinned by Scarino and Liddicoat’s (2009) 
theorising of reciprocity. The data analysis in this chapter was therefore very much a mix of 
applying deductive lenses drawn from the existing work on intercultural language learning, 
alongside inductive processes which emerged from thematic coding of the interviews. These 
lenses informed the way I construct intercultural language learning in Chapter 9, and 
represent a cyclic reconnection in the praxis of action research.  
Analysis summary 
The bricolage created by using different coding and analytic lenses led to insights in each 
chapter into the drama-languages classroom ecology. It revealed qualities of the complex, 
interdiscursive and multimodal work, emergent from the accumulating affordances of several 
elements of drama in a richly layered, affective and collaborative environment. In 
constructively combining lenses from different fields of research, the analysis revealed ways 
in which the elements of drama, embedded in drama and language focus activities, drew the 
students into co-constructing the TL and dramatic narrative in ways which seemed 
purposeful to them. It offered the means to an unusually detailed examination of TL 
classroom talk and work and student commentary, which provided rich food for thought 
about intercultural language learning, drama-languages praxis and future unit design. The 
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lenses also led me to worry the constructs of intercultural literacy and language macro-skills 
in a way which could inform future praxis in the field.          
Reflexivity, trustworthiness and credibility 
Critical research and reflexivity can be uncomfortable bedfellows. Talmy (2010, p. 129) 
suggests that critical work is subject to the irony that if it is openly activist and explicit about 
its transformative paradigm, it is susceptible to reproach for attempting to impose its values 
on the reader and possibly the participants. This conundrum of reflexivity in emancipatory 
research is nicely described by Pillow (2003), when she writes that researchers should 
“challenge the representations we come to while at the same time acknowledging the 
political need to represent and find meaning” (p.19). The proponents of participatory activist 
research (Martin, lisahunter & McLaren, 2006) state that if institutions such as schools want 
an ethical relationship with the outside and inside community, it needs to be based on a 
dialectical relationship between improvement of understanding and improvement of action. 
The model aligns with Thomson and Gunther‘s (2009) principle that it is the school’s duty to 
contribute to, not just teach about democracy.  
In this study I see the participation of learners as assisting with the activism, 
democratisation and reflexivity of the project. However, it is important to consider in what 
ways this research is done to learners or with them (Wells, 2009). The core purpose of the 
study is to extend knowledge in the field of drama-languages and languages pedagogy, 
particularly in the face of apathy in language classrooms, and for learners to help create that 
knowledge. Although the way I present student voices can always be contested, the thesis is 
a conduit for those voices. Since academic work has power to reach teacher and teacher 
educator ears, it is important to also consider how their voices, en masse, will be otherwise 
heard. Moreover, when students are the participants in research it is possible to begin to 
open up participatory action research to the “dialogic encounters” which Alcoff (2009, p. 128) 
sees as missing from many institutions. I therefore see student participation as contributing 
also to reflexivity in the study through forcing me, through this dialogue, to continuously 
review my position as teacher.  
Reflexivity is also apparent in the theoretical, methodological and professional 
elements of the study. In the Prologue, I described the professional referents which I brought 
to the project. By explaining in detail in Chapter 2 the model of language which underpins my 
thinking and analysis, I made my theoretical position clear. As befits a bricolage approach 
according to Kincheloe and Berry (2006), theory is seen less as an explanation of the world 
itself than of our relation to it. I acknowledged the research design as a critical action 
research project and positioned myself even more clearly by association with the more 
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radical participatory activist model of action research (Martin, lisahunter & McLaren, 2006). 
In Chapters  7 much of the reflection was practitioner reflection in action (O’Mara, 1999), but 
I used a more reflexive approach when wondering about the aims of intercultural language 
teaching in Chapter 8, and in my dialogic consideration of the difference between the 
observing teacher and myself in Chapter 6. In analysing the data, I had to negotiate the 
“slippery slope of language and signifiers”, as we can never be confident of what we have 
heard or what our addressee hears from us (Bakhtin, 1981). This is perhaps akin to what 
Lather (1991a) calls “inaccessible alterity” (p. 19). As a counterbalance to the inevitable 
idiosyncrasy of the analysis and its reading by others, accountability and trustworthiness of 
any study are therefore crucial and inextricable from the ethical nature of the study.   
This research conformed to all the requirements of the university Ethics Committee, to 
those of the local education department and had the written consent of all stakeholders 
(Appendix D). The Queensland University of Technology ethical clearance number is 
0800000426. However, there were further ethical considerations regarding professional, 
academic and personal care, accountability and trustworthiness. With teacher/researcher 
power and the status as a guest, the responsibility for an attitude of care increases, and it is 
incumbent on the researcher to create an “emotionally safe environment for research” (Zeni, 
2009, p. 261). Action research is deliberately interventionist (Burns, 2010) and, as Wells 
(2009) observes, is the only way to sense what is happening from the inside. However, since 
I was not a member of school staff a certain kind of accountability to the school and to the 
participants was implied (Holliday, 2010; Zeni, 2009). In recognising the extra needs of 
learners such as Imogen and David, I tried to show recognition of my professional 
responsibility alongside my desire to deliver the experimental unit of work. There were also 
several ways I endeavoured to make the work accountable to the school curriculum context. 
For example, in teaching, I adhered to the timetable for major assessment and incorporated 
much of the lexical content of the school’s curriculum. This was not required by the Principal, 
but it suited the observing teacher and I thought it would assist learners when they moved on 
to their next year of language study with students from other classes.  
In relations with the observing teacher I had to show care for a colleague by showing 
respect for her perspective on language teaching when the thesis was predicated on a very 
different one. In modifying many of the tests I designed, I believe I was showing professional 
respect for her teaching style and personal respect for her deep concern about compliance. I 
was also provoked by her to greater academic accountability by constant re-reflecting on the 
validity of my task design (Bachman & Palmer, 1996).  
Trustworthiness is also associated with accountability to the participants and the 
reader. I used a wide range of data to make the claims in the analysis more credible and, as 
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discussed earlier in this chapter, I have presented a substantial amount of verbatim data in 
order to fully represent the range of classroom and interview experiences.  I was also aware 
of the importance many researchers now attach to cross-checking to lift the accountability of 
the report (Burns, 2010; Freebody, 2003). For Lather (1991b) this kind of activity represents 
a dimension of trustworthiness she calls “face validity” (p. 67). It refers to the capacity of a 
study to resonate both with the reader and the participants. It necessitates participant review 
of the research data and analysis (O’Toole, 2006) which in this study was a challenge. 
However, there were elements of regular reconnection through interviews with students to 
look for “exceptions to emerging generalisations” (Lather, 1991b, p. 64); but reading my work 
was problematic for the observing teacher who had left the school, and for the relatively 
young students.  
I compromised on both fronts. As I finalised Chapters 5-8 I asked two language 
teachers and one drama-languages teacher to read the chapters between them for 
coherence and credibility of interpretation. On two occasions I re-wrote the way I discussed 
the observing teacher’s participation. To demonstrate trustworthiness to the students I 
invited them to morning tea to inspect (and take a photocopy of) a book chapter I had 
published (Rothwell, 2012), containing data quotations and (permitted) photographs of the 
students. Three of the 21 students had already left the school, and a school trip 
unfortunately ruled out several of the group at late notice. However, three arrived, including 
Chris who announced proudly, “I’ve never been in a book before” (personal communication, 
February, 2012). Wells (2009) asks what the learners get out of action research and perhaps 
this evidence of a product, recording and promulgating an experience they had largely found 
worthwhile, confirmed their importance to the study. To some extent this result can be seen 
as what Lather (1991b) calls “catalytic validity” as there has been some “reality altering 
impact of the research” (p. 68). Participants have gained some self-determination through 
the research, also a key aim of participatory action research (Martin, lisahunter & McLaren, 
2006; Wells, 2009). This result can also be sensed in the data presented in Chapter 8.  
Limitations of the study 
I have already highlighted the limitations on the observing teacher’s participation. There 
were also limitations in relation to the participant group. Given the very large percentage of 
learners with English as an additional language and migrant heritage in Australian schools 
(see Chapter 1), I had expected this classroom to be more typical, if not completely so. A 
class of L1 English speaking students, albeit with three South African migrants in it, is very 
unusual in this and most other suburbs of this city. Therefore, although I had designed the 
work with a view to developing intercultural understanding not only across the globe, but also 
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within the classroom, this did not become a key feature of the study. Consequently, I wonder 
if the class make-up also limited the connections learners made from the unit to their own 
multilingual Australian community.  However, I now realise that if the unit were implemented 
in a more diverse class, it would be important to guide learners into the fictional world and 
roles in a way which precluded emotional trauma (Dunn, Bundy & Stinson, 2012). This is 
confirmed by the strong connections made even by Ali (Chapter 8), who told me her 
migration was not traumatic.  
I also acknowledge that in this study the learners were not full co-researchers. Partly 
due to constraints on my time at the school, they played no part in writing the report or 
making systematic recommendations. But they were valued as research participants and 
informants as highly as the school staff and the supervision team. Their information shaped 
the classroom action research, the themes I chose to highlight in the thesis, and the 
conclusions I drew from the data.  
There is also a language issue implied in this study which I do not deal with due to lack 
of space; the choice of when and for what the L1 and the TL are used in the classroom. This 
is an important issue (Liddicoat, 2007; Turnbull, 2009) which is exacerbated in multi-L1 
classrooms. However, as Eyers (1996) demonstrates in his work with young children with 
EAL, it is a decision which benefits from a flexible approach.  
Finally, the study did not identify student questionnaire comments by gender. There is 
research suggesting that there are different ways to teach languages to boys and to girls, but 
in view of the male and female approbation for this experience, some more structured 
differentiation could have been enlightening.  
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Chapter 5  
“Let’s Eat the Captain!” Language Classroom Talk as 
Playwright Functions  
Note        
Interested readers may like to contextualise the unit tasks and their sequence 
in the project as a whole. To this end, Appendix H provides a description of 
the process drama, The Sophie, and its spin off drama, Berlin 1961. To see 
how this description translated into two drama-languages units of work, I also 
invite readers to pre-view Appendices I and J, Term1 and Term 2 Unit Plans.  
  
The research question addressed in the following analysis chapters is:  
How can intercultural language teaching and learning benefit from the use of 
process drama with beginner learners; and what are the implications in the 
drama-languages pedagogy for learner engagement in intercultural language 
learning?  
In this chapter I offer a close and detailed analysis of one video-recorded teaching and 
learning episode drawn from the eighteen weeks of classroom activities during this study. In 
analysing the speech, I hoped to learn more about the relationship between the TL in use, 
the dramatic situation and the learners’ engagement in it. I focus on the following subsidiary 
questions, taken from Table1.i, but, as explained in Chapter 1, I am aware of the other 
questions as I write:  
 What is the nature of the TL texts produced through or in connection with the 
dramatic narrative? 
 How do the TL and the drama work together to engage learners and to develop 
intercultural language skills? 
 What is the nature of the teacher’s work in the teaching and learning?  
The episode chosen for analysis is a whole class role play where the learners (in role 
as migrant passengers aboard the ship) are protesting to the teacher (in role as the Captain) 
about the lack of food following a storm at sea (See Appendix H, The Sophie). This episode 
has been selected as it provides one clear example of the part played by dramatic structures 
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and strategies in promoting and sustaining contingent interaction within the language 
classroom. I use the word, contingent, in van Lier’s (1996) sense of an interaction containing 
elements of “dependency” (on the situation and what went before) and “uncertainty” 
(newness or unexpectedness) (p. 152), held in tension together. Interaction in this sense is 
seen as “contingency management” (p. 170) as speakers acknowledge coherent relations 
between current and previous utterances, signalled through shared knowledge or shared 
affordances in the environment. In this case the enrolment and playwright functions are a 
shared affordance of the dramatic narrative. When applied to oral role plays in this thesis, 
contingent also implies a need to tap into certain knowledge at speed, at the moment of 
speech instantiation (Halliday & Mattheissen, 1999). Contingency management is an 
interactive skill crucial to intercultural communication (Byram, 2006; Kramsch, 2011). I 
examine the characteristics of the oral text which was spontaneously and collaboratively 
developed by the students and the teacher/researcher whilst both were in role. 
To analyse the data I draw on several frameworks from the drama and the languages 
literature. These analysis frameworks, in combination with each other, reveal characteristics 
of the text which students and teachers co-construct when interacting within this process 
drama episode. I examine firstly the student use of the nine playwright functions (Dunn, 
2011) when in role. According to Dunn (2011), in an L1 context, the engagement in the 
narrative play and spontaneous nature of the interaction creates the stimulus for learners to 
contribute to the improvised narrative through these playwright functions. As described in 
Chapter 4, participation involved maintaining, reviewing or extending the narrative; 
intervening to interrupt or advance the narrative; reinforcing, ignoring or resisting such an 
advance; and sabotaging the narrative (Dunn, 2011). As far as I know, these playwright 
functions have not yet been applied as an analysis tool in the TL classroom, but they 
provided here a useful method of both coding and digging into the detail of the TL text. They 
assisted in exploring not just what learners were saying in order to create the drama, but 
what the discursive impact of their speech was on the dramatic interaction and hence the 
nature of the classroom talk.  
From a linguistic perspective, I categorised the teacher and student utterances by 
drawing on Halliday’s (1978) concept of discourse roles, both grammatical and symbolic, to 
examine the language functions in use and the associated interpersonal effect of the 
dramatic enrolment. I also drew on categories of re-use, manipulation and transformation, 
which I developed through coding the data, to examine not just what learners were saying 
but how they were managing to say it. I then consider the connection between the playwright 
functions and the language and literacy strategies learners draw on to compose or mushfake 
(Gee, 1989) the language they need as playwrights and investigate the teacher’s 
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complementary work in role. In concluding the chapter, I acknowledge the affordances of the 
playwright functions for a class with diverse language learning experiences whilst also 
reflecting on the differences in the quantity and quality of student participation in this role 
play. The role play episode, No Food (Video F, Table 4.ii), is transcribed in Table 5.i, 
Appendix G.  
No Food role play: the playwright functions 
In the episode analysed in this chapter the students are engaged in a whole class role play 
(hereafter, No Food role play) towards the end of Term 1 of the project. The students were in 
role as migrants on board the ship, Sophie. There had been a storm at sea and most of the 
food boxes had been washed overboard. The migrants were protesting the lack of food to 
the Captain of the ship (teacher-in role). In this role play, the context for the interaction was 
pre-established, as well as the participants’ roles, the time and the place, but the trajectory of 
the conversation and the development of roles and relationships was unscripted and 
unprepared. This means that each turn was contingent on what came before (van Lier, 
1996). According to O’Neill (2006) this sense of unpredictability and mystery develops the 
dramatic tension and hence the depth of student enrolment. This kind of spontaneous 
interaction also serves to take students well out of their comfort zone as inexperienced users 
of the TL. The interactions involved in the sequence required learners to develop a 
communicative utterance plan (Bahktin, 1981) whilst in an imaginary role, in an imaginary 
time and place, in order to maintain a real-time, unpredictable conversation in a foreign 
language. This is a very difficult task for beginner learners, but, this data suggests, not 
impossible in a group situation.  
Table 5.i provides a transcript and translation of the whole No Food role play. It 
includes a tabulated analysis based on the different coding frameworks, with additional 
commentary on the language in use. This commentary was my initial analysis of parts of the 
selected learning episode and indicates my perspective on the language in use. The table is 
constructed in this way: Column 1 provides the Turn number. Column 2 provides a transcript 
and translation of the classroom language used, accompanied by relevant and/or important 
paralinguistic behaviours. Column 3 offers a turn by turn analysis using Dunn’s (2011) 
playwright functions. Column 4 lists different language functions, such as contradict, 
complain and fob off, which the students used to further the dramatic narrative. Column 5 
outlines the word and sentence level strategies learners used to generate each utterance. 
These strategies were identified during preliminary analysis and I describe them as: re-use 
of teacher or peer language for a similar purpose; manipulation of known language for a new 
purpose; and transformation of language involving grammatical or syntactical re-forming. 
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The final Column, 6, provides a reflective practitioner commentary (O’Mara, 1999) which 
describes and analyses the language in use and the relationships suggested by it.  It 
provides an introduction to my view of the students’ language work, and to my understanding 
of the multiple roles and consequent discourses performed by all participants (Gee, 2004).         
Table 5.i Transcript 
I begin by discussing the playwright functions, coded in Column 3. In order to evaluate 
the impact which various utterances had on the evolving improvised text, Table 5.ii depicts 
the distribution of the playwright functions across teacher and student turns of the role play. 
Table 5.ii 
The distribution of the playwright functions across teacher and student turns  
Playwright Functions  
(Dunn, 2011) 
Student Turn  
 
Teacher Turn  
Maintaining maintains the narrative with no 
attempt to redirect     
55,63,49,6,22,30,34,
38,40,42 
25,18,23,29,50, 
32,39,46,48 
Extending extends the narrative with no 
attempt to redirect 
9,36,28,64 14,16,35,41,52, 62 
Intervening to advance 59,47,43,13,15,17, 
31 
58 
Intervening to interrupt   -    comedic 
   -    non-comedic 
11,57 
53 
 
Reinforcing by actively integrating any of 
above through relevant contribution 
8,20,24,26,45,61 14,27 
Resisting or contradicting advance or 
extension 
8 10,12,21,37,60 
44,54,56 
Reviewing the narrative  5,7 
Blocking an advance by passively ignoring   
Sabotaging by seeking to undermine the 
dramatic focus 
  
 
Table 5.ii shows that the students depended heavily on the maintaining and reinforcing 
playwright functions. Since these simply enable existing ideas to be continued they can be 
executed by re-using teacher language or that of peers. It is therefore not surprising that 
these were the principal functions. What appears significant is their use of the extending and 
intervening to advance functions; these functions innovate on what has gone before to some 
extent, and to do this is difficult for learners with minimal TL resources. In adopting the 
intervening to advance function, students showed a willingness to take the initiative in the 
interaction. As they did this, the nature of the interaction in relation to traditional beginner 
language patterns changed. Table 5.iii below, extracted from the full transcript in Table 5.i, 
shows how the playwright functions were linked to students interrupting and asking 
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questions in an assertive way. They asked demanding questions as in Was Essen Sie Herr 
Kaptaen? (What are you eating, Captain?) (T15). They chose and redirected the content of 
the narrative as in Kann du nicht sehe? (Can you not see?) (T17). They used strongly 
physical behaviour, as when Kit pointed at me in Turn 64, and Tom’s arms went up in a 
hurrah at Turn 63.  
In the five turn exchange in Table 5.iii, student speakers used only the extending and 
advancing functions, both of which require participants to create content or mood. In the 
exchange, control was in the students’ hands; in fact, in the whole transcript (Table 5.i), I 
rarely used a question and Kit, in particular, often contradicted me (T26, 28 & 40). This 
indicates a shift in the teacher–student relationship (Kao & O’Neill, 1998; Tam, 2010). 
Against the usual pattern of language classroom talk, the students were responsible for the 
questions (T15, 17) and some of the topic initiation (T13, 15, 17). This sometimes 
aggressive control of the turns and questions is not usual student behaviour in many 
language classrooms (Kao & O’Neill, 1998; Mercer, 1996). The mostly alternating turns in 
the interaction (teacher then student then teacher (T-S-T) are, indeed, more typical of the 
traditional classroom initiation, response, feedback pattern (IRF). However, in this particular 
situation, it can be read as the see-saw style of an altercation rather than teacher-led IRF.  
Moreover, there were four examples of a turn sequence where, rather than T-S-T, the 
exchange goes T-S-S-T - the students did not wait for me to speak (T8-9, 30-31, 42-43, 63-
64). Even when I did speak, the utterance was often part of a much longer meandering 
sequence of meaning making rather than the tight tripartite rhythm of an IRF pattern (van 
Lier, 1996). When students were engrossed in the dramatic situation, their role as 
passengers often overrode their more passive student interaction habits (Kao & O’Neill, 
1998; van Lier, 2001). The drama also appears to have a beneficial effect on the scope of 
the language functions in use, which I now trace throughout the role play.  
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Table 5.iii 
Student control of turns when using playwright functions   
Turn Extract from Table 5.i Speaker Playwright 
Function 
Sentence 
Form 
11 Nick: Mein Kind ist tot 
My child is dead. 
Student  Interrupting 
to advance 
(comedic) 
Statement 
12 T/r: Dein Kind ist tot? Wo ist dein Kind? (Nick 
points to Tom) Er sieht nicht tot aus. 
Your child is dead? Where is your child? He 
doesn’t seem dead. 
Student Resisting 
advance 
 
Statements 
and Question 
 
13 Tom: Ich bin krank.            
I am sick. 
Student
  
Interrupting 
to advance  
narrative 
Statement    
14 T/r: Du bist krank. Also. Dann w...als wir in 
Deutschland sind kannst du Medizin haben.  
You’re sick. Good. Then w... when we’re in 
Germany you can have some medicine. 
Teacher  Extending 
narrative 
Statement  
15 Kate: Was essen Sie Herr Kapitaen? 
 What are you eating, Captain? 
Student   Interrupting 
to advance 
narrative 
Interrogative  
16 T/r: Ich? Ich esse nichts. Ich...ich habe ein 
Bisschen Brot. Nichts anders. Ein Bisschen 
Brot. 
Me? Nothing. I...I get a bit of bread. Nothing 
else. A bit of bread 
Teacher  Maintaining 
narrative 
Statement  
17 Kit: Kann du nicht sehe? 
Can you not see? 
Student  Interrupting 
to advance 
narrative 
Interrogative 
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Language functions  
As long ago as 1980, Heathcote identified process drama strategies as a means to open up 
the opportunities to employ a wide range of language functions in students’ first language. 
Kao and O’Neill (1998) later made similar observations for additional language users. The 
following analysis of the language functions in use in the No Food role play (Table 5.i) 
supports their conclusions and also explores the ways learners achieve this result. In 
vocabulary and grammar terms, the sentences/phrases transcribed were often descriptive 
statements or simple questions, as one expects from beginners; but they were given 
meaning through their expression and function in this specific context with these particular 
speakers (Ventola, 1995). The dominant “social roles” (Halliday, 1978, p. 144) for the 
interaction in Table 5.i were those of migrant passenger and Captain of the ship. Underlying 
these roles, of course, were the usual classroom social roles such as teacher, student and 
classmate. I am leaving the latter aside as, for now, I am concerned with the learners as 
participants in the drama and the effects of the playwright functions on the language 
functions in use. In this extract, the overall “semiotic function” (p. 144) of the text-as-
dramatic-narrative, from the migrants’ perspective, was to describe their situation and to 
persuade the Captain to find them some food. From the Captain’s perspective, it was to 
defend his position and to dissuade the migrants of the necessity to eat. To enact this social 
role of migrant in relation to the Captain, students had to express their position and achieve 
their goals through what Halliday calls “discourse roles” (p.144). For example, they became 
complainers, protestors, questioners, contradictors and informers, and drew on linguistic 
functions to enact these subsidiary roles. Table 5.iv presents a summary of these functions 
according to student and teacher turns.  
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Table 5.iv 
Description and distribution of different language functions 
Language Function Student Turn  Teacher Turn  
Protest 11  
Explain/reassure 2 7 
Contradict 5 5 
Complain 1  
Fob off  3 
Mitigate  2 
Intimidate 1  
Plead 1  
Confront 1  
Express disbelief  1 
Request information  1 
Suggest 3  
Counter-suggest  1 
Predict 1 1 
Ask for opinion 
 
 2 
Request clarification  2 
Closing strategy  1 
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The allocation of language functions to student and teacher turns in Table 5.iv 
demonstrates three aspects of the student utterances; the functions they employed were 
wide-ranging, some were unusual for beginners and some were difficult for them to effect in 
the TL. I deal with each aspect in turn, but at least seventeen different functions, listed in 
Table 5.iv, were used across the interaction and nine of them were used by students. In 
many classroom sites I have observed that the teacher TL talk sometimes includes a wide 
range of language functions, but the learner’s talk is usually much more confined. The texts 
in use are often transactional in nature, performed between strangers in relatively 
impersonal situations such as purchasing goods, describing family and hobbies or 
expressing non-controversial preferences for items such as food. The scope of language 
functions displayed in Table 5.iv therefore can be seen as corroboration of the suggestion by 
Kao and O’Neill (1998) and Heathcote (1980) that wider scope is an effect of the dramatic 
form.  Here it is likely that the emotional dimension of the narrative and characterisation have 
extended the learners’ need to adopt a range of roles such as intimidator, pleader and 
disbeliever in order to become playwrights of this persuasive text.  
This extension of these discourse roles led to the use of language functions not usually 
in evidence in a beginner classroom, or indeed many classrooms. Six of the more unusual 
functions (protest, complain, suggest, intimidate, plead, confront)  were used only by the 
students (Table 5.iv) and, in keeping with the genre of oral, face to face argument, these 
included the aggressive functions of protest (eleven times), contradiction (five times) and 
intimidation (once). This is contrary to the more usual passive student talk conventions (Gee, 
2004) and suggests that, in the drama-languages context, the playwright function of the 
unpredictable dramatic text superseded the more predictable language classroom 
conventions. I explore this indication further in the later section, Teacher in Role as 
Playwright.  
Further to, but different from the unusual appearance of certain language functions, is 
the difficult nature of some of the functions. To express their social role as migrants in textual 
form, the learners had to simultaneously adopt second order discourse roles. To fulfil these 
roles, speakers needed to realise language functions through structural forms (Halliday, 
1978, p. 144). In any language there are usually pre-existing structural norms for many 
functions, most of which the learners have not yet noticed or practised. The difficulty of 
performing specific functions in a communicative way will vary from language to language 
but my experience of different staffroom and workshop conversations suggests that there is 
usually a hierarchy of difficulty in most language teachers’ minds, deriving from 
developmental work such as that of Pienemann (1989). Hence, some functions are viewed 
as ‘too difficult’ for beginners as they are traditionally linked to complex forms.  
 Chapter 5: Let’s eat the Captain! Classroom talk as Playwright Functions   119 
However, these learners found ways of expressing “difficult” functions, such as 
suggesting and passing an opinion, both by manipulating unrehearsed forms and by “making 
do”. In Table 5.i (Turns 59-64), for example, Nick asked, “How do you say, “Let’s eat the 
Captain!?” Kit responds, not by using an imperative or conditional form, but with a hybrid 
L1/TL sentence “Der Captain ist Essen!” (T61) - a suggestion using a simple present tense. 
He went on to turn it completely into the TL by passing an opinion in an equally simple form, 
“Der Kapitaen ist Essen gut!” In another example (T53), Kit drew on one of the teacher-
provided protest phrases, “Meine Kinder werden hungrig!” and altered the sentence subject 
from “meine Kinder” (my children) to “alle” (all). By then copying my use of the future tense in 
a simple sentence, “Alle werden hungrig!”, he expressed a warning role (Halliday, 1978) 
through the grammatical function of predicting. In both these examples, the language in use 
is not purely rehearsed phrases, but represents a drive to manipulate the playwright 
functions in such a way that the text is as persuasive as possible. In Table 5.v I examine the 
effect of the playwright functions on the language in use through the lens of the interpersonal 
metafunction (Halliday, 1978).  
Column C in Table 5.v reveals how the learners used the language system to fulfil 
second order discourse roles. However, these roles lack an interpersonal load. Of 
themselves, they do not express the relative status of the text participants or their individual 
emotional investment in the interaction. Yet these learners had been performing in character 
for several weeks and had played an active part in developing the narrative, roles and 
relationships and therefore something was at stake as they effected the playwright functions 
in this exchange. This added an extra dimension to the text as it led them to also adopt 
“symbolic roles” (Halliday, 1978, p. 144) to express the state of their personal affective 
position towards the Captain at each juncture of the interaction (Column B). These 
emotionally charged symbolic roles broadened the scope of discourse or second order roles 
adopted, and hence of the grammatical functions and forms needed to realise the interaction 
in text (Column C). Learners then had to find a way to make their limited repertoire of TL 
grammatical forms express the symbolic roles (Column A).  
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Table 5.v 
Symbolic roles and grammatical functions (learner errors in red) 
 A B C 
Turn Student utterance example from 
Table 5.i 
Symbolic role Grammatical 
function 
4,6, 
30 
Nick: Wir sind hungrig!  Complainer/ 
protestor  
Describing  
17 Kit: Meine Kinder werden hungrig!  Protestor Predicting  
13 Kate: Was essen Sie, Herr Kapitaen?  Confronter  Asking for 
information 
47 Tom: Woen Essen kommen?  Confronter Asking for 
information 
15 Kit: Kannst du nicht sehen?  Pleader Asking for 
information 
 
In Table 5.v it is evident that students were using the grammatical functions of 
describing (T34), asking for information (T7 & 13) and predicting (T61) but, because of their 
enrolment and belief in the dramatic context, they were doing this to fulfil symbolic roles; 
predicting is also protesting (T17); a simple interrogative fulfils roles as confronter and 
pleader (T47, 15). The emotional dimension of the symbolic roles is heightened by the 
physicality and energy in word and gesture with which the No Food role play is intermittently 
imbued, enhancing the sense of passengers not just practising a descriptive or questioning 
function, but actually protesting to the Captain. There is a live, social dimension to the 
interaction. Moreover, it was often the students who took it upon themselves to switch 
symbolic roles according to the state of play. For example, Kate turned the migrants from 
noisy protestors to quiet “suspectors” by asking the Captain what he had been eating (T 13).  
In another affective switch at Turn 17 Kit asked, “Kann du nicht sehe?” (Can you not 
see?). Ostensibly this turn was simply a question, used by Kit to adopt the 
intervening/interrupting to advance function; but in shifting the tone of the narrative from 
complaining to the Captain, to asking him to understand their plight, Kit changed the 
migrant’s symbolic role to pleader. This utterance, intensified by Kit’s hand gesture, indicated 
an affective engagement with not just the anger but also the potential frustration of the 
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passengers because of the Captain’s stonewalling from a dominant position. This apparent 
engagement led to the most complex language work attempted in this activity. Kit correctly 
assembled a question by reversing the verb and pronoun, a form he had heard endlessly but 
had so far had no formal instruction in. He had noticed that kann is phonetically the same 
word as the English (but we did not focus on this as vocabulary until the following term), 
although he used the first person form instead of the second person. To complete his 
meaning he used the verb sehen which we focused on at the start of the unit to describe 
what we could see, hear, taste etc. on deck. Again he used the more familiar first person Ich 
sehe instead of the correct infinitive form, sehen. Despite this error, the question is 
absolutely comprehensible and carries a strongly emotive interpersonal emphasis. 
Moreover, Kit manages to complete this compound sentence, begun in Turn 17, at Turn 20 
with “Dass keine Essen” – so in total he says, “Can you not see (T17)... that no food (T20)?”. 
Subordinate clauses in German, even with a missing verb in the second clause, are not 
commonly used by beginners and, even when focused on in later years, it is a form which 
can take a while to become embedded for English L1 speakers as the word order is so very 
different. In this form (T20) the clause is missing its verb, but is, again, comprehensible, 
particularly when taken with the previous half of the sentence at Turn 17.  
However, Kit’s utterance raises the issue of pragmatics in the intercultural language 
classroom and how far it can be a focus at beginner level. His is a far more pragmatically 
appropriate contribution to the interaction than Nick’s “Mein Kind ist tot” (T7 ), except for his 
use of the informal “du” (you); the formal “Sie” would be more usual between captain and 
passengers. But I had taken the decision not to focus on this form until a later stage of the 
drama (when learners were to use the written invitation genre) since it would complicate the 
task of spontaneous speaking. I accepted that the “du” would be seriously interculturally 
inappropriate to many German speaking ears, but, as I discuss more fully in Chapter 7, 
intercultural language learning and engagement in it at the beginner level can benefit from 
such trade-offs between encouraging meaningful participation through discursive 
opportunities and encouraging word-sentence level accuracy through grammatical focus 
(Willis, 1998).  
Based on the analysis so far in this chapter, it appears that in order to effect this more 
contingent speech (van Lier, 1996), learners must think fast and draw on whatever 
resources they can find (Kress, 2004). In a monolingual classroom context, O’Neill (2012) 
spoke enthusiastically of this dramatic effect as an exciting process of incorporation where 
learners think, “What’s been in this room that we can use?” I have described Kit’s 
contribution in detail as it is an impressive example of incorporation, or “making-do” with 
unfamiliar grammatical structures to enact the field and tenor of the interaction in the TL 
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(Halliday, 1978). I explain now why such contributions seem to me a type of mushfake, and I 
examine more fully the strategies it seems to involve. 
Mushfaking the playwright functions  
“Mushfake” is a word coined by Gee (1989, p. 33). Gee states that he adopted and adapted 
the term from a more practical application in a community of basket weavers. For them 
mushfake was using whatever materials came to hand for their craft. Gee applied the term to 
non-native English speakers who make do with less than complete intercultural and 
language skills to provide a veneer of fluency while they learn more. I apply the term here to 
describe the language and strategies which some of the students employed in order to 
participate in role in the drama, completely in German, whilst maintaining their other roles as 
classmate and language learner, despite having very limited TL utterance banks. These 
students are mushfakers who are trying to participate in an imagined world where they do 
not have full command of the cultural or linguistic tools afforded to a first language speaker. 
In order to belong to and have some power in the community of speakers they need to use 
the language in a proficient–like way and to mask their limitations.  
I now present some of the students’ utterances, taken from Table 5.i (booklet, 
Appendix G), to show in more detail how they are finding the means to mushfake the 
playwright functions in the drama. I first examine the word-sentence level strategies in use, 
paying particular attention to the work done to fulfil three different playwright functions. I go 
on to identify some of the discourse level strategies and kinaesthetic strategies in evidence, 
reinforcing research in the EAL and ESL fields, which indicates that an additional language 
is not learnt in isolation from previous ones. They inform each other and jostle against each 
other in children’s utterance banks (Eyers, 1996; Jones Diaz & Harvey, 2002). I recognise 
that the various composition strategies do not work independently (Kress & van Leeuwen, 
2000; Muspratt, Freeebody & Luke, 1997; Nunan, 2004) but separate them here for 
discussion. The first strategy I examine is the use of paralinguistics. I discuss this affordance 
of the drama in considerably more detail in Chapter 6, but note here that permission, derived 
from the dramatic form, to express themselves non-verbally was taken up by learners as a 
means to enhance their use of the playwright functions. 
Paralinguistic strategies  
In using and in by-passing normal ways of performing what could be regarded as difficult 
functions in German, these learners demonstrated that there are many ways to effect a 
language function meaningfully, both verbally and otherwise. As Halliday (1978) notes, some 
textual roles can be realised through verbal and kinaesthetic communication, and sometimes 
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these learners used only gesture to serve a communicative social function, as is evident at 
times on the video recording (e.g. T2 & 4). In fact, the verbal mode is often superfluous in 
much face to face interaction (Ventola, 1995). Learners also sometimes rely on gesture and 
tone to complement the meaning of their words, as in Nick’s emphatic “Wir sind hungrig” 
(Table 5.i, T6, 8, 34). He used the relatively simple grammatical function of describing to 
perform the symbolic role of protestor. He also repeated his utterance and the forceful 
repetition of a simple factual statement served to tell the Captain “You’re not listening to me! 
I won’t be fobbed off.” Learners also used gesture to help fulfil a language function as Table 
5.vi shows.  
Table 5.vi 
Oral and kinaesthetic modes 
Turn Speech and 
Translation 
Playwright 
Function 
Non-verbal Strategies 
34 
 
Nick and David: 
Ich bin boese! Ich 
bin… 
I am angry! 
Maintaining 
narrative 
Repetition 
Emphatic tone 
Forceful gesture 
61 
 
Kit: Der Captain 
ist Essen! Der 
Captain ist 
Essen! 
Extending narrative Repetition 
Shrieking tone  
Pointing jubilantly at Captain 
Grinning  
 
In Turn 34 (Table 5.vi), Nick and David drum their hands on their knees and begin to chant 
their utterance, which is a simple re-use of a phrase from the board. Their tone is emphatic 
and, together with their words, the paralinguistic behaviours articulate an attitude which 
enhances the persuasive dimension of their protest to the Captain. They are “only” 
maintaining the narrative, but their actions extend their meaning and confirm the protest 
genre.  At Turn 61, Kit’s tone is excited and the volume loud and shrill and he adds to his 
message by gesticulating (Figure 5.i).  
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Figure 5.i. “Der Kapitaen ist Essen gut!” 
                                  
His pointing gesture expresses strongly the attitude to the other speaker, the 
Captain/teacher. His triumphant grin probably relates to his own translation work, and his 
glee at Nick’s creative narrative “attack” on  the teacher. This kind of physically animated 
response while supposedly working in class apparently adds to the learners’ feelings of flow 
and involvement in the session (Bundy, 2003; Csikzentmilhalyi, 1993), as they reported in 
their interview responses cited in Chapter 7. It is indicative of the metaxis of the situation 
(O’Toole, 1992) where learners are working in the fictional world but are always somewhat 
aware of the classroom one. In this exchange, paralinguistic strategies enhanced the 
meaning making by learners, but in a TL classroom it is important that they can also use 
words. I turn, therefore, to examine their word, sentence and discourse level strategies. 
Word-sentence level strategies 
When examining possible relationships between the playwright functions and the language 
functions in use, I identified three main word-sentence level strategies in use by learners 
(Table 5.i, Column 5). During earlier analysis I worked out when learners had previously 
noticed or practised (Joe, Newton & Nation, 1998) the language they were now using  and 
categorised the utterances as demonstrating re-use, manipulation or transformation of 
language. Table 5.vii below names the word-sentence level strategies and offers an example 
of each from Table 5.i, then justifies the definitions. 
  
 Chapter 5:  Let’s eat the Captain! Classroom talk as playwright functions   125 
Table 5.vii 
Word and sentence level strategies; explanation of terms (errors highlighted) 
Strategy in use 
(terms emergent 
from data) 
Examples of 
strategy in 
use (Table 5.i) 
How the strategy was effected at 
word/sentence level 
Re-use of familiar 
teacher or peer 
language of 
previous or recent 
turns, in same form 
for same purpose 
e.g. Wir sind 
hungrig! (T6) 
Was Essen 
Sie, Herr 
Kapitaen? 
(T17) 
These phrases came directly from the list I 
had written on the whiteboard for 
reference (Appendix G), so, if kept in the 
same form, always represented re-use of 
teacher language. 
Manipulation of 
familiar language in 
new context or for 
new purpose. Can 
include new lexical 
combinations.  
 
Ich bin krank. 
(T13) 
On a couple of occasions in the term I had 
used the word krank. Here the language is 
used in a well-rehearsed form - noun + 
first person verb to be + relational 
adjective - but in a completely new field 
and genre. 
Transformation of 
language for new 
purpose through 
new lexical and 
grammatical / 
syntactical 
combinations 
Kann(st) du 
nicht sehe(n)? 
(T15) 
 
 
This question represents hypothesis 
testing of an advanced kind. The student 
uses a well-practised verb sehen and has 
also noticed me using the verb koennen, 
and the negative, nicht, but has not 
practised them in a systematic way to my 
knowledge.  
 
As Table 5.i shows, re-use was the most common strategy used by learners. However, re-
use is often the only strategy expected of beginner Al learners. In this No Food role play, 
there is significant evidence of manipulation and transformation. In order to investigate more 
closely the connection between playwright and language functions, I now explore 
connections between the word-sentence level strategies and three different playwright 
functions, maintaining (Table 5.viii), extending (Table 5.ix) and advancing the narrative 
(Table 5.x). 
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Table 5.viii 
Maintaining the narrative 
Turn Transcript and 
Translation 
Playwright Function Language Creation 
Strategy 
4,6,32 
 
Nick:Wir sind 
hungrig!  
We are hungry! 
Maintaining narrative Re-use 
 
The maintaining function is perhaps the easiest for beginner users of the language as they 
can easily draw on teacher or peer language to re-use an utterance where appropriate to the 
interaction (as here) or just modify it slightly to maintain the topic. However, even in re-using 
this phrase from the board (Table 5.viii), Nick made it his own (Bakhtin, 1981) through his 
emphatic tone. The utterance became not just a declarative statement but a complaint about 
the situation, with his addressee, the Captain, being blamed. This was also true of the next 
statement in Table 5.ix which extends the narrative. 
Table 5.ix 
Extending the narrative 
Turn Transcript and  
Translation 
Playwright 
Function 
Language Creation 
Strategy 
9 
 
Kit: Meine Kinder werden 
hungrig! 
My children will be hungry 
Extending narrative Re-use 
 
 
Here, in extending the narrative, Kit again re-used from the board, but chose a phrase with 
an unfamiliar future tense verb (Table 5.ix). It was a coherent sequitur for Nick’s statement, 
predicting the adults would not be the only ones to go hungry. Again, with his outraged tone, 
Kit turned the prediction into a personal protest to the Captain. Finally, Table 5.x provides 
three examples of the intervening to advance playwright function. 
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Table 5.x 
Intervening to advance the narrative 
Turn 
 
Transcript and 
Translation 
Playwright Function Language Creation 
Strategy 
11 
 
 
Kate: Was essen Sie, 
Herr Kapitaen? 
What do you have to 
eat, Mr Captain? 
Intervening to advance 
narrative 
Re-use 
 
21 
 
Tom: Woen (sic) 
Essen kommen? 
When food come? 
Intervening to advance 
narrative 
Transformation 
 
17 Kit: Kann du nicht 
sehe? 
Intervening to advance 
narrative 
Transformation 
 
In Turns 11, 21 and 17 (Table 5.x), the more powerful advancing function was used by the 
students as they demonstrated strategies to create new narrative topics, all of which were 
introduced as questions. As noted above, according to Kao and O’Neill (1998) and Breen 
(2001b) such moves are rarely made in a typical language classroom. It is interesting to note 
in Table 5.i that, before Kate spoke, the interaction had faltered. Indeed, I had thought the 
role play, at this first trial, was going to fizzle out. However, Kate’s use of the intervening 
playwright function, delivered via a re-used question taken from the board, cranked up the 
pressure of the protest for the Captain and was a good example of “making do” through 
mushfake. She cleverly made a coherent move from the issue of the passengers’ and 
children’s lack of food, to imply that perhaps the Captain wasn’t suffering in the same way.   
In the second example from Tom (Table 5.x), the power of the student enrolment and 
playwright functions to provoke new and personalised language from learners with minimum 
experience was particularly apparent. Tom merged a question word, “Wann?” (listed on the 
wall) with the now familiar word for food, “Essen”, and the cognate verb, “kommen”,which he 
had noticed in earlier work but hardly ever used. He was hypothesising about lexical and 
syntactical form (Swain, 2005). The word order was awry, as was his pronunciation of 
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“Wann”, but he was an absolute beginner and, once I had worked out his pronunciation, his 
contribution was comprehensible. Here the meaning making through the playwright 
advancing function and the transformation of linguistic form were both creative acts; Tom 
was advancing the narrative meaning as was Kate above, but he was also reforming 
language in a way which was completely new to him (Nunan, 2004). Kit too (Table 5.x) was 
transforming language with “Kann du nicht sehe?” (T17) by recombining lexis, grammar and 
syntax.   
Moreover, it is interesting to note, that, although Table 5.ix above illustrates that the 
advancing function can be mushfaked through the simplest word-sentence strategy of re-use 
(Kate), in the role play as a whole, only the advancing function elicited transformed language 
such as that created by Kit and above. Learners used different playwright functions to 
participate in the drama using the TL, but it seems that it might be the freedom to initiate 
narrative which drives the willingness to exploit the narrative agency, to “go out on a limb” 
and hypothesise about form and meaning links in the language (Long & Robinson, 1998; 
Swain, 1985). All playwright functions are useful in maintaining and elaborating the text, but 
the advancing function can be seen as the core of what O’Neill (1995), describes as the 
“animating current” (p. 148) of the playwright functions. It appears that it can also provide a 
concurrent animating effect in the language learning process. 
Intervening to advance the narrative is, moreover, a controlling function (Dunn, 2011) 
and hence student appropriation of it marks a significant change in the classroom talk. In its 
potential to initiate questions and to control and change topic, this particular playwright 
function can be a medium for language and narrative choice and hence intentionality in the 
interaction which van Lier (1996) claims is an important element of motivation through 
agency in the language classroom.  The use of the advancing playwright function also 
enriched the narrative beyond merely sustaining. It is possible therefore that it also played a 
part in developing an artistic response to the dramatic interaction in students (Winston, 
2010), a sense of co-creating the drama alongside the language, a creative purpose to the 
language use.  
Discourse level strategies 
Re-using, manipulating and transforming language at the word-sentence level was only part 
of how learners managed the playwright functions. Mushfake also operated at a discursive 
skill level (Halliday, 1978; Nunan, 2004). I have already referred to the learners’ easy 
adoption of the oral protest genre, familiar to them from L1 texts and their own home 
experiences. For example, Kit’s “So, so” (Table 5.i, T24) is a filler, and not correct use of this 
vocabulary here, but was effected with verve and gesture which sustained the argument and 
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demonstrated his adoption of argumentative techniques from his L1. Learners also tapped 
into other existing L1 text user skills and strategies, acquired in the classroom and beyond.  
For example, when asked if they thought it would be a good idea to eat the Captain, 
students replied variously, “Nein, Ja, Gut” (T62-63). They used their experience of teacher 
prompting in an IRF style exchange to take up overt elicitation clues as to what to say next 
(Cullen, 2002).  
It is evident in Table 5.i that students also used discursive and mediation skills, usually 
acquired through years of use beyond the classroom, to sustain and rescue the conversation 
(Burns, 2001). Examples are when Imogen reinvigorated it with “Was fuer eine Katas…..!” 
(Table 5.i, T43) and when Tom suggested “Ich bin krank” (T13) - he is sick rather than dead 
- thus reining in Nick’s diversion by readjusting to a more pragmatically appropriate 
utterance. Learners drew on their understanding of Western narrative logic1 to create 
coherent text as when earlier utterances of “Meine Kinder werden tot!” (T 9) were followed 
by “Alle werden tot!” (T53). The same understanding of Western fictional narrative was 
demonstrated in their insertion of questions which lifted the tension of the interaction 
somewhat, such as “Woen Essen kommen?” (T47) and “Was essen Sie, Herr Kapitaen?” 
(T15). In some TL interactional circumstances students will need to distance themselves 
from some of this specific literacy knowledge; since, as observed in Chapter 2, the 
characteristics of genres are culturally specific (Bakhtin, 1986; Crozet & Liddicoat,1999; 
Halliday, 1978). However, understanding all language as fulfilling multiple social functions in 
specific ways is a necessary first step towards intercultural language proficiency, as is 
mushfaking the language in some form (Halliday, 2004). As Nunan (2004) suggests, for 
those who choose to innovate in language tasks, such idiosyncratic language is “healthy for 
second language acquisition” and allows the learner to draw closer to the “discourse of 
normal conversation” (p. 33). 
The strategies employed to mushfake, along with the complex language forms 
attempted by one or two learners, implied an affective vigour in the task which indicates two 
things. Firstly, it suggests a personal investment in the narrative, a commitment to their 
dramatic character (Dunn, Bundy & Stinson, 2012; Heathcote, 1980; Morgan & Saxton, 
1987) and an urge to participate in linguistic interaction. Secondly, it demonstrates that the 
learners understand what language is for and drew on L1 skills and knowledge to apply that 
understanding to the TL. Despite their frequent reference in their interviews to remembering 
and learning words, their understanding of language is not as a list of words and forms to be 
memorised. It involves the adoption of what Halliday (1978) terms second order discourse 
                                               
1
 As explained in Chapter 4, the issue of the disadvantage to learners with different narrative frameworks to draw 
on was not a major concern in this study.   
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roles to effect symbolic roles suggested by the social roles, relationships and situation 
behind the text.  Creating dramatic text through the playwright functions appears to resonate 
with learners’ L1 experience of language as social practice and seems purposeful and 
therefore worthwhile.  
Language is multi-functional, and, as Halliday (1978) noted, "It is impossible to activate 
one function at a time...every act of meaning is at once a construing of experience and an 
act of interpreting interpersonal relationships" (p. 34). In many language classrooms, even in 
role play activities, the interpersonal dimension is over-simplified as relationships are only 
cursorily identified; for example, the roles are “shopkeeper and customer”, “two friends”, no 
further detail. This does not allow the speaker to begin to consider the nature of the 
relationship or the background heteroglossia of the addressee. Consequently, the affective 
dimension of symbolic roles is not felt necessary and authentic speech patterns do not arise. 
This can mean learners remain unconvinced of the purpose of the work and are disinclined 
to invest in it (Carr & Pauwels, 2006).  
The emotional undercurrent and wider functional repertoire evident in the classroom 
interaction in Table 5.i contrasts with the style of the more usual beginner language tasks at 
the project school. These included self-introduction through PowerPoint, talking about which 
sport you prefer and describing food eaten for breakfast. In these tasks, no particular 
purpose or addressee was attached to the language and it was therefore non-specific, a-
cultural and depersonalised. Texts are genre-free zones without defined speaker-addressee 
relationships (Bakhtin, 1981) and therefore difficult to relate to everyday discourses (Gee, 
2004). As I explore further in later chapters, in this study authenticity of situation, role and 
purpose played a significant part in artefactual, socio-linguistic and reciprocal intercultural 
language learning. In the next section of the chapter I turn to analyse the teacher’s part in 
the construction of this multi-functional text. I discuss the teacher use of playwright and 
teacherly functions, and examine the way the new dual world relationships for teacher and 
students had further implications for the combined effect of the ideational and interpersonal 
aspects of the interaction.  
Teacher-in-role and the playwright functions 
The implementation of the teacher-in role strategy is already well documented as a powerful 
agent for shifting the communicative balance in the classroom (Heathcote, 1980; O’Neill, 
1995; O’Toole, 1992), but rarely documented with close reference to a foreign language 
classroom text. This shift in balance has already been noted in the analysis of the playwright 
functions above. However, confrontation and protest against the teacher do not reflect the 
standard school interpersonal power relationships and would more usually be seen as 
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transgressive behaviour (Tam, 2010). Indeed, some teachers are very nervous in the face of 
the relative freedom, both verbal and physical, which drama entails for students (Heathcote, 
1980; O’Neill, 1995; O’Toole, Stinson & Moore, 2009). Furthermore, the contingent nature of 
the role play text makes the language interaction challenging for the teacher (Gibbons, 2006) 
as well as the learners. It is therefore worthwhile exploring this situation further in response 
to some teacher concerns, encountered in professional workshops and in the literature 
(Stinson, 2009) about the risk to their professional selves attached to dramatic pedagogies. 
Consequently, in this section I also reveal the underlying control of the language learning 
and classroom which can remain in the teacher’s hands, even when s/he is in role. I then 
examine a short extract from Table 5.i and, drawing on Gee’s (2002) work on discourse and 
identity, show how the real and imagined roles of teacher and learner coalesce to produce 
more authentic hybridised, double-voiced discourse which is not usually apparent in 
beginner role plays (Bakhtin, 1981; Pennycook, 2003).  
As Bowell and Heap (2005) suggest, the teacher in a process drama is simultaneously 
actor, director, teacher and playwright. In this class role play activity, I was acting as Captain 
and hence a contributing playwright of this text; I was director of the ongoing drama and the 
classroom activity, and expert speaker and teacher of the TL. In role I worked to develop the 
new relationships and, up to a point, condone the student gain in power. This can be seen in 
Table 5.ii, Distribution of the playwright functions, where it is evident that most of the time I 
was using less assertive playwright functions such as resisting an advance or extension 
(eight turns), extending the narrative (six) and maintaining the narrative (nine). This is in 
contrast to the students’ use of, for example, the intervening to advance function and 
comedic interruption functions (nine turns in total). The distribution of playwright functions 
suggests that, in role as the Captain, I was intent on adopting a defensive stance to the 
protesters and hence leaving much of the narrative control with the students in role as 
protesting passengers. My extending work was usually an attempt in role to “fob off” the 
passengers with extraneous information, “Das Essen kommt in Deutschland” (Table 5.i, T52) 
or mitigating statements such as, “Ein Bisschen Katastrophe” (T44). I only used the powerful 
intervening to advance function once, when I judged that the narrative had finally run dry, “ 
…wir haben ‘was gemacht” (T58).  
Teacher–in-role is not primarily an acting function, but a way of increasing belief in the 
imagined world and opening up student space to speak (O’Neill, 2006). In the exchange in 
Table 5.i, I appeared to be using my language teacher instincts alongside my commitment to 
act the role in order to open up such a space for learners to speak in the target language. 
The genre for this whole class role play was largely oral group protest and therefore, as 
discussed, these beginner learners were being asked to instantiate personalised target 
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language extremely quickly and to deliver it forcefully. Teacher support and validation of 
attempts to participate is therefore particularly important during such an unfamiliar and 
challenging activity. It is also relevant to a discussion of teacherly support that in this 
interaction (Table 5.ii), I did not use the passive blocking playwright function, even when I 
was interrupted by Nick’s exuberant suggestion that they eat me (Table 5.i). This is a 
function which can be used by teachers to block an advance or, indeed, to ignore unwanted 
speech in any classroom. Here, the lack of it reflects both the dramatic imperative for the 
Captain to fend off all attacks and the importance I placed, as a teacher, on accepting all 
student attempts to contribute authentic and comprehensible language to a coherent group 
text.  
There are further examples of the ways I tried to perform as a supportive teacher 
whilst also performing as Captain and playwright. For example, at the beginning of the 
interaction (Table 5.i, T5, T7), in the guise of responding to their choral protest, I used the 
opportunity to remind the students of key vocabulary for the situation. I was ostensibly telling 
the passengers that they have no food because the boxes are “umgekippt, wegflotiert” and 
there is “kein Essen”, but simultaneously as the language expert I was re-introducing 
language – a teacherly role. Turn 60 is another example of vocabulary reinforcement; I 
attempted to parry the suggestion that the Captain is good eating by suggesting we eat 
Rattensuppe (rat soup).  In a recent freeze frame activity one frame had included a rat and, 
as a teacher, I was providing an opportunity to re-notice the word and also notice the 
cognate2 word “Suppe” (soup) (Joe, Nation & Newton, 1996). 
At Turn 43, I can be heard scaffolding the language of a tentative participant. Imogen 
made a (to me surprising) contribution “Was fuer eine Katas…!” and at Turn 44 I responded 
like this: 
T/r: Was fuer eine Katastrophe? Ja ,das ist ein Bisschen Katastrophe, aber 
nur eine kleine Katastrophe. (T/r see-saws hands, palms down in gesture of 
mitigation and shows ‘’klein” with thumb and forefinger in semi-circle). 
Imogen was only just finding her voice in German and validating her contribution was 
therefore very important.  I acknowledged her unexpected participation by affirming her claim 
that it is a catastrophe, but kept her in the argument by sacrificing pragmatic appropriateness 
with “but only a bit of one”. I was hard-pressed to think of a simple response, and resorted to 
contradiction using adjectival opposites – “klein” and “gross” being well-rehearsed language. 
This was a teacherly compromise to tell Imogen her language was comprehensible. I also 
                                               
2
 Words which are cognate across languages sound or look sufficiently similar to be guessable. 
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scaffolded her limited German by using gesture to emphasise the meaning of “klein”, thus 
giving her maximum chance of comprehension and therefore also maximum chance of being 
able to carry on speaking. I think my added clarification gestures signified my other intention, 
to remain in my defiant Captain role. Imogen did not find words to reply, but Kit, once again, 
kept the interaction going (T45). Their work here is an example of the space available in the 
drama for low and high level proficiency students.  
The analysis above suggests that by exercising a range of playwright functions I was 
able to integrate my roles as language expert, teacher/manager of the lesson and ship’s 
Captain, and to perform them whilst maintaining the integrity of the imaginative world and 
narrative flow. I was not aware that this was happening at the time, and the fact that I did it 
by drawing unconsciously on my existing teaching skills is reassuring for those teachers who 
are reluctant to experiment with drama because they fear a loss of control. The strategies in 
evidence can be seen as a compromise response to what Halliday (1978) terms the Western 
“egalitarian ideology and hierarchical reality” (p.123); the enabling freedom associated with 
dramatic improvisation can be balanced with the educational, systemic expectation that the 
teacher is in charge and an expert in some way. However, the roles were not always merged 
so seamlessly, as the examples below illustrate.  
In this No Food role play, tension between the teacher roles is apparent whenever 
students intervene to advance the dramatic narrative.  Opinion varies regarding the freedom 
students should have to re-direct the narrative in process drama (Dunn, 2001; O’Neill, 2012) 
and each time they tried I was semi-conscious of the need to make an instantaneous 
decision. These decisions often involved reconciling conflicting roles of the language 
teacher, drama director and dramatic playwright; I had to decide not just what to say but who 
I was going to be as I said it (Gee, 2002). I now offer two different examples of a student 
exercising the interrupting to advance function where I had to quickly decide whether his 
utterance was simply a useful comedic addition to the narrative or a challenge which 
threatened to sabotage the drama (Dunn, 2011).  
For me too, the contingent interaction brought challenges. When I dealt with an 
intervention by Nick, “Mein Kind ist tot” (My child is dead) which broke the enrolment frame 
by provoking laughter (T11-12), part of my decision entailed assessing to whom the 
comment was primarily addressed; me as the Captain, the other passengers, or Nick’s peers 
in playground mode. His utterance can be seen as a comedic interruption since he 
ostensibly stayed within the narrative potential, but stretched it to its limits in terms of 
coherence and logic (Voss-Price, 1998). Nick was not a father in the usual family enrolment 
and the child he identified as dead (Tom), was not only the “real” father of the family, but was 
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alive and kicking on the next seat. I had to make a decision which balanced my roles of 
language teacher/lesson manager, drama director, playwright and Captain. I was aware that 
the metaxis between the classroom and imagined worlds was fragile and I was often 
reluctant to come out of role as this could erase the fiction and hence the reason for 
speaking German. On one hand, in discussing children at play, Sandseter (2009) observed 
that a supervisor’s actions in interfering, constraining or encouraging the child can tip the 
balance away from participation, especially if participation could be seen as risky in any way 
by the child.  
On the other hand, Nick’s statement came early in the role play and threatened to 
derail it completely. Someone’s death was a statement of fact I could not readily absorb as a 
playwright or a language teacher. If dealt with as a serious event in the drama, by me as 
director and playwright, it implied consequences in emotional terms, especially as another 
student’s father was, in her real life, seriously ill at the time. I was not yet ready as a drama 
teacher to become involved in burial at sea, and family grief. Furthermore, in a practical 
linguistic sense any new topic brings with it looming new vocabulary challenges which have 
to be assessed. I had a mixed language level class and the support phrases were to do with 
hunger and flooding not with death; I risked losing all but the linguistically clever if we 
diverted too far. For both these reasons, my teacher role dominated and I decided to 
persuade Nick not to write off one of his classmates at the start of an activity. 
My ironic tone and response, “He doesn’t seem dead to me” at Turn 8 therefore, had 
playwright, director, and teacher considerations behind it. However, as a statement it was 
somewhat nonsensical and was spoken to Nick partly as suspected student saboteur – the 
final playwright function identified in Table 5.ii (Dunn, 2011) - not as passenger. It was an 
attempt to maintain a veneer of the Captain’s role and my solidarity with the fictional text and 
identity (Gee, 2002) while also adopting the teacher role and challenging the student’s 
motive. I drew on both imaginative and teacher roles to mend the sabotage and maintain the 
playwright text. The way Nick retreated and Tom supported us both at Turn13 with “I am 
sick” was perhaps indicative of a willingness to revive shared intentions through the dramatic 
storying (O’Toole, 1992). It was also an example of my teacher power dominating the 
narrative and suppressing the student challenge. I now show how I made a different decision 
towards the end of the drama to succumb to a student interruption and maintain my role as 
the defensive Captain.  
It is often asserted that the teacher-in-role strategy only works to shift the classroom 
interactional power when the teacher adopts a lower status role (Heathcote, 1980), but 
O’Neill (2006) concedes that with the very young or those new to drama a higher status role 
can be useful. On the face of it, students in this hot seat interaction were in their customary 
 Chapter 5:  Let’s eat the Captain! Classroom talk as playwright functions   135 
subservient position; using German to make themselves understood only increased the 
unequal relations for them. They were now on the back foot as refugee passengers versus 
the ship’s Captain, as students versus the teacher and as beginner speakers versus an 
experienced speaker. Not only were they being called upon to complain as frustrated 
passengers about the loss of food in a storm, they now also had genuine feelings of 
frustration brought on by their language limitations. However, as Table 5.x below 
demonstrates, the teacher power implicit in my role as Captain was undermined by the 
protest genre which students were empowered to use in the narrative. This balancing effect 
was exemplified in another comedic interruption by Nick. For reasons I explain below, I 
viewed this intervention as a wittier and more justifiable interruption than his earlier one. 
Table 5.xi 
Hybrid language in use  
Turn   Transcript Translation 
58 T/r: gut...Also wir haben was gemacht.../// ... Ok, we have done something  
59 Nick: How do you say, Let’s eat the 
Captain? 
 
60 T/r:Wir koenten vielleciht Rattensuppe 
essen// 
We could perhaps eat rat soup? 
61 Kit: (excitedly) Der Captain ist Essen! Der 
Captain ist Essen! 
The Captain is food! The Captain 
is food! 
62 T/r: Der Kapitaen...nein, das geht nicht. 
Meint ihr, dass es gut waere wenn ihr das 
Kapitaen isst? //(Kit interrupts with ‘essen’). 
Ist das gut oder nicht?  
The Captain... no, that won’t 
work. Do you think it would be 
good to eat the Captain? Is it 
good or not? 
63 Nick: Nicht! (& mixture of “Gut/ nicht, “ from 
several students) 
Not! ….Good! 
64 Kit: Der Kapitan ist Essen gut!  (loosely) Eating the Captain is a 
good idea   Or The Captain is 
good food. (unclear) 
 
The exchange in Table 5.xi occurred as I was about to conclude the role play. Nick seemed 
suddenly inspired. He risked transgressing silent teacher-student boundaries (Tam, 2010) 
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and overrode the need to speak German by suggesting the passengers (students) eat the 
Captain (teacher) (L59). As discussed in the commentary in Table 5.i (Column 6), Kit was 
similarly engaged and provided the requested translation, still also containing some English. 
Several students responded to my request for confirmation of the idea (Turn 62-3) indicating 
their attachment to the narrative move. Kit, seeking new language as ever, improved the 
utterance at Turn 64, this time all in the TL.  
Nick and Kit were straddling two worlds in this exchange; they were addressing me as 
the Captain with a barely feasible but witty narrative advance, suggesting that the hungry 
passengers should eat the Captain. They were also addressing their peers in a challenge to 
the teacher – as demonstrated by the general laughter in response. This duality of meaning 
making is integral to dramatic irony which enriches an improvised text (O’Neill, 2006) and 
also typical of everyday conversation (Gee, 2004). I therefore viewed it as an expansion 
rather than a disruption of the text. The comment seems to have been facilitated by the 
freedom of the playwright role which allowed the boys to tap into their exterior (Gee, 2002; 
Haworth, 1999) or playground discourse of teacher-baiting alongside the narrative discourse 
of the drama. It displayed the affordance of the duality of the imagined and classroom worlds 
for using double-voiced speech, which represents the complexity of our identities more 
accurately than a single-voiced, recitation script (Norton, 2000; Bakhtin, 1981). Usually the 
teacher is the main addressee for student work, but in making these playwright moves, the 
students were demonstrating a consciousness of two simultaneous addressees (Bakhtin, 
1981). They were enrolled, but knew they were enrolled, and were taking advantage of the 
duality to create rich, heteroglossic text.  
The exchange is a striking example of hybrid speech, or speech which represents 
more than the learner’s school student identity. In Chapter 2, I discussed Bakhtin’s (1981) 
concept of heteroglossia and presented it as the expression of multiple social memberships 
and experiences. In social communication, each of these memberships is represented by a 
particular discourse, but once acquired, these Discourses influence each other and 
personalise our utterances and characterise speech genres. In many classrooms learners 
have to try and suppress any discourse but the hierarchical teacher-student pedagogic ones. 
Yet discourses have multiple and very personal connotations which affect our thinking and 
become, in colloquial terms, our “baggage”, some parts of which are easier to drop than 
others. The accepted discourses of the school classroom often require learners to pretend 
they have no exterior baggage and can slip into the pedagogic classroom talk genre cleanly 
and without reverberation from their outside lives. It often requires a similar stunt from 
teachers - or teachers themselves often appear to believe it does. Yet, as Bakhtin (1981) 
declares, discourse lives "beyond itself" (p. 292); here the drama seems to extend the 
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teacher-student relations beyond the classroom walls. Such exterior discourse is one where, 
in school, “the learner walks the walk and talks the talk of a discourse whose main home is 
not in the school” (Gee, 2004, p. 174). In this role play learners were experiencing a genre - 
concerted group protest - rarely present in classrooms and needed to combine school and 
what Gee (2002) calls “exterior Discourses” (p. 174) to perform it.  
This heteroglossia also adds to the excitement of the tension of metaxis (O’Toole, 
1992); not only can it be amusing as here, but the ironic duality adds to the dual mystery of 
the interaction: How will the Captain respond? Will the teacher let this through? (O’Neill, 
2006). In this interaction we also gained a neat dramatic and linguistic advance in the drama 
which concluded the text on a high note for several reasons: Nick was protected by the 
dramatic frame in this risky manoeuvre and received the peer and teacher accolade of 
happy laughter; I was challenged as the teacher but satisfied as a playwright; and when Kit 
managed to translate Nick’s utterance (Table 5.xi, T61) then stayed focused long enough to 
develop it (T64), I was also impressed as a teacher. The utterances in Table 5.xi exemplify 
the hybrid, inter-textual and personalised quality of both the teacher and the learners’ work 
which the performance of multiple roles promoted (Breen, 2001; Pennycook, 2003). They 
also represent the risk involved in treading into new discursive waters.   
In this section, I have suggested that the teacherly work, embedded in the playwright 
and director work, is crucial for maintaining spontaneous interaction with beginner language 
learners and making space for them to speak (O’Neill, 1995). However, during this role play, 
the way students availed themselves of the space to speak, created by the playwright 
functions and the shifting classroom relations, differed greatly. To bring this chapter to a 
close, I summarise the different responses they made. 
Diversity and the playwright functions  
As I have demonstrated, the playwright functions offer students the freedom to create the 
plot and to create target language in an unpredictable communicative environment. This 
section of analysis suggests that this generated a sense of intentionality (van Lier, 1996) and 
a consequent commitment to the text. Such commitment is perhaps made more likely by the 
dual tension of the unpredictability of the plot and of the contingent language it consequently 
required (O’Neill, 2006). Both these characteristics seem to contribute, in conjunction with 
adoption of new roles and relationships, to the affective dimension of the work and the 
motivation to participate. In order to create a coherent, persuasive text, students had to 
relate to the field (migrant families on a ship at sea with no food), tenor (passengers 
haranguing the captain of the ship after time at sea together) and mode (oral, face to face, 
able to gesture) of the interaction (Halliday, 1978). Learners responded to this challenge by 
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mushfaking. This tactic took various forms which included creating language individually, 
speaking in unison, muttering replies, listening and gesturing. Even those students who, 
from time to time, just nodded, laughed and joined in the unison talk can be said to be 
maintaining the narrative. It was, after all, a group protest meeting and uneven participation 
would be likely. 
What is more, on the video recording, especially in the first half of the role play, most 
of the learners were listening intently as evident in Figure 5.ii, and much of their energy 
appeared to be used in trying to work out what I was saying.  
 
 
 
 
 
 
 
 
 
 
Figure 5.ii. Listening to the Captain/Teacher 
As Breen’s (2001a) research review demonstrates, there is value in listening and noticing; 
recall and retention of vocabulary is not always linked to overt participation in interaction. 
The very site of its production provides novelty and consolidates, extends and reorganises 
the speakers’ and the listeners’ utterance banks. Despite prevalent, but far from exclusive 
use of the teacher-provided phrases, the capacity to insert them appropriately to maintain or 
advance the narrative is also evidence of careful listening and is evident in the coherence 
and cohesive nature of the collaborative text. As Bakhtin (1981) notes, listening is a crucial 
half of oral communication. It is how we collect language to re-use and manipulate. Bakhtin 
(1986) reminds us, “no speaker is the one who disturbs the eternal silence of the universe...” 
(p. 69); no speech is completely original; it all comes initially from our listening and noticing 
experiences – hence its experiential dimension (Halliday, 1978). In acknowledging this less 
noticeable learner activity, this study is responding to Halliday’s (1978) appeal for teachers 
to “recognise linguistic success for what it is when we see it” (p. 210). Acute listening is an 
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integral part of language communication and learning and is part of linguistic success. 
Therefore this experience can be seen as promoting willing listening by learners, a valuable 
skill in intercultural interaction. 
A further relatively unexplored benefit of provoking learners to listen is the benefit of 
learning from each other as well as from the teacher. As Bakhtin (1981) observes, no 
language is ever really used in the same way; it is always half our own and half another’s. 
Certain orally active students can provide comprehensible input as readily as the teacher 
(Donato, 2004). In this class, as in many others, there was what Donato has termed a 
master linguist in the form of Kit. He was also a master dramatist (Creaser, 1989) and happy 
to infuse his speech with memorable intonation and expression, making the language more 
noticeable. For example, in the following (almost, but not quite nonsensical) exchange in 
Table 5.xii, the learners have the adjectives gross and klein firmly reinforced because Kit 
seized any opportunity he had to play with the language while maintaining the dramatic 
tension. 
Table 5.xii 
Peer scaffolding  
Turn Transcript Translation 
43 Imogen: (tentatively) Was fuer eine 
Katastro...!  
What a catastro...! 
44 T/r: Was fuer eine Katastrophe? Ja, das ist 
ein Bisschen Katastrophe, aber nur eine 
kleine Katastrophe. (See-saws hands, 
palms down  in gesture of mitigation and 
shows ‘’klein” with thumb and forefinger in 
semi-circle)  
What a catastrophe? 
Yes, a bit of a 
catastrophe but only a 
small one.           
45 Kit: (definitively) Eine grosse Katastrophe!  A huge catastrophe! 
46 T/r: Grosse Katastrophe, meinst du?  You think it’s a huge 
catastrophe? 
 
The work of Kit in this role play illustrates the affordance of the playwright functions for 
challenging advanced learners. As the Head of Department at the project school 
acknowledged in conversation, it is a challenge of first year high school classes, where prior 
learning is mixed, to ensure that continuing students do not just mark time for a year. Here, 
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both Kit, a talented linguist with prior learning, and Tom, with no prior knowledge, could 
stretch themselves. I also noticed a similar effect of the urge to play on Imogen, a much less 
proficient speaker. Imogen initially appeared to be at sea in the lessons in more ways than 
one, but was not reluctant to speak in public other than in German. In this role play, her urge 
to communicate was strong enough to overcome possible learner concerns about limited 
language proficiency. In the recording, she can be seen participating enthusiastically in the 
group’s physical protest at Turn 2 (Table 5.i), and it is she who leads the repetition of the 
introductory verbal assault at Turn 4 with “Meine Kinder sind…”. She goes on to re-ignite the 
flagging interaction on her own at Turn 43 with an advance, “Was fuer eine Katastrophe!”, 
drawn at an appropriate juncture from the list on the board.  Admittedly, her voice peters out, 
but the fact that she had found it, in German, in this challenging environment, surprised me. 
 Conclusions 
The analysis in this chapter has revealed important points about the nature of the classroom 
interaction when the students and teacher were adopting the playwright functions within a 
process drama. The task was already set up to produce contingent creation of utterances 
and this made it more challenging language work. Even if learners chose a phrase from the 
board, they had to insert it in a coherent manner which sustained the genre of the text. 
Because of the makeshift nature of the language I suggested that learners were responding 
to the challenge to speak by mushfaking – making-do. The data extract has demonstrated 
that, although the mushfaked language was often inaccurate it was also comprehensible, as 
is evident in the coherent text learners created (Table 5.i). Despite “making do”, the range 
and difficulty of the language functions learners used as a group to effect the protest genre 
was wider than usual for a beginner classroom (Kao & O’Neill, 1998), and I showed how 
learners drew on different L1 literacy and multimodal strategies to sustain the protest 
meeting with their mushfaked utterances. Taking responsibility for sustaining a mutually 
meaningful interaction is also important to intercultural language learning.   
Dramatic roles need to have some connection to learners’ experiences even if the 
roles belong in very different contexts (Bolton, 1986); similarly it seems likely that, to engage 
learners, language experiences in the classroom need to make more connection to the 
discursive, interpersonal world learners inhabit outside it. The playwright functions offer 
access to language as a social practice so students can “get in the Discourse …” (Gee, 
1996, p.139). Scripted, anonymous classroom language, the “word mummies” of Bakhtin 
(1986, p. 168) connects only to the classroom world and lacks credibility as a tool for 
interacting with German speakers beyond the classroom. Ironically it is the learners’ ready 
participation in the imaginary world of the ship which offers them good preparation for 
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interaction in the “real” world beyond the classroom. As the commentary on my work in role 
above demonstrates, the pedagogic role was still present but was now one social 
relationship amongst several. The pedagogic relationship was also still present for the 
learners, as Tom’s embarrassed “Yeh right” (Table 5.i, T51) showed, but other social and 
symbolic roles emerged from the drama and were present alongside it (Gee, 2004). As one 
student put it in a questionnaire, “We use different words, like dead” (SI 2). The classroom 
discourse had become “infected” by other discourses.  
In this chapter, I also examined the affordances of the playwright functions for a class 
with diverse attitudes to, and experiences of language learning and drama. For some 
learners, such as Kit and Nick, the discursive freedom to choose language (van Lier, 1996) 
afforded by the playwright functions led them to take advantage of the duality of the drama 
classroom (O’Toole, 1992). They enjoyed the opportunity to be multiple selves as they 
spoke, and the advancing playwright function, in particular, provoked more sophisticated 
language work, providing space for what Swain (2005) calls “analysis and grammaticization” 
(p. 477). Other learners, such as Claire, Melinda and Jake, participated as a group and as 
listeners, often animatedly (Bundy, 2003), but did not produce ‘solo’ speech. Although their 
feedback in interviews suggested a very strong commitment to the drama work, their 
linguistic confidence forsook them, even for reading a phrase from the whiteboard. I 
speculated that this could be partly to do with a lack of practice in creating imaginative 
narrative as much as language issues and it is possible that results from analysing learners’ 
use of different playwright functions could then be integrated into language work in a student 
specific way.  
Oral interaction is important to language learners because, as Halliday (1978) 
observes, “”Language in the sense of speech, natural language in its spoken form, is the key 
system” (p. 37). Also important, according to Swain (2005) is experimentation with language 
form in interaction. Therefore, if the benefit of learning oral language through hypothesis 
testing is to be taken up by more learners, it is worth considering what the obstacles to 
mushfake might have been for some. They are probably multiple, but may include the 
contingency of the interaction when knowledge is limited, pre-teenage reluctance to either 
make a mistake or a fool of oneself, the public nature of the speech, the shift in teacher-
student relations and the novelty of the strategy. As stated above, much traditional 
classroom role play is closed; mushfake is either inadmissible, never attempted or rendered 
superfluous by scripts provided. Actually interrupting a teacher, even in role (T27), or 
resisting her (T4) is risky in the face of more usual classroom discourse expectations. 
Shouting at a teacher (initial group protest), or confronting her with difficult questions (T11) 
are transgressive moves (Tam, 2010). Eating her could be seen as downright suicidal.  
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To feel the exhilaration such as Nick and Kit felt, one has to dare the dangerous deed 
(Sandseter, 2009). Therefore, as confirmed by others ( O’Toole, Stinson & Moore, 2009; 
Piazzoli, 2010) a role play of this novel kind was a risky undertaking for some learners. In 
linguistic terms, for example, Imogen’s tentative articulation of “Was fuer eine Katas......!” 
(Table 5.i, T43) demonstrated her engagement and her hesitation. She mitigated her risk 
(Sandseter, 2009) by choosing a phrase from the whiteboard. Similarly, at Turn 57, just as 
we were closing down the role play, Hamish could be heard picking up Nick’s earlier 
comedic “Mein Kind ist tot” (T7) with a nonsensical Ich bin tot (T31). It seemed that he just 
wanted to be part of it all (it is probably he who had earlier made an almost inaudible 
comment at T15), and had at last found the courage to speak, albeit on the fringes of the 
dramatic frame. But he mitigated his exposure by doing it under cover of general hubbub; a 
typical classroom gamble - we might hear, we might not.  
In Chapter 6, I move beyond purely oral work to investigate the nature of   student TL 
participation and intercultural language learning across all the language macro-skills: 
reading, writing, speaking and listening. I also go beyond these four skills to investigate the 
importance of learner access, through drama, to the body as an additional communicative 
and learning mode. 
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Chapter 6  
The Five Macro-skills: Multimodal Language Learning 
Multimodality is a significant characteristic of social interaction across cultures (Kress, 1996). 
One of the hallmarks of drama pedagogy is its multimodal affordances, including the 
kinaesthetic mode. In Chapter 5, I observed that not all learners participated individually in 
the No Food class role play, even though they appeared involved in the interaction and 
engaged in the drama at some level – through what Morgan and Saxton (1987) might term 
interest, involvement or commitment. In this chapter I therefore endeavour to explain the 
apparent inconsistency between the engagement and the evidence of variable participation. 
I demonstrate that limited oral participation does not necessarily mean an incapacity to 
create the TL in other textual modes. The focus in the chapter is again on the first subsidiary 
question from Table 1.i, but this time expanded beyond oral work:  
 What is the nature of the TL texts produced through or in connection with the 
dramatic narrative?  
In examining student comments on the process, I also bring together the following questions: 
 What is the significance of learners’ comments on the drama-languages work as a 
language learning experience? 
  How do the TL and the drama work together to engage learners and to develop 
intercultural language skills? 
As outlined in Chapter 2, there is much to be gained from a multimodal approach to 
language and literacy (Cope & Kalantzis, 2000; Kress, 2003), whether in a first or an 
additional language. As noted in Chapter 3, it is a key component of intercultural 
communication. These learners suggest that the affordance of the kinaesthetic mode, in 
particular, in relation to the ‘fun’ of learning and language recall has benefits beyond 
complementing the oral work it usually accompanies. In the thesis, I am using Kress and van 
Leeuwen’s (2001) definition of multimodal, making a distinction between the oral, the graphic 
and the kinaesthetic modes of communication. Table 6.i explains how the three modes are 
categorised and indicates the wide range of mediums through which these three modes can 
be realised. (I use the word medium/s to avoid the looser connotations that media can 
conjure today). 
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It is important to note that, in this thesis, the use of the word mode refers to something 
“smaller” than the Hallidayan mode. For Halliday (1978), the oral or written words are the 
medium which constitutes an aspect of mode and hence of the textual metafunction of 
language. In both definitions, mode refers to the way the message becomes readable, 
audible, sense-able or visible as meaningful text, but I am using Kress’s work (Kress, 2001, 
2004, 2012; Kress & van Leeuwen, 2001;) here because it overtly accommodates the 
kinaesthetic mode of communication. It therefore provides an analysis tool with which to 
explore the way all three modes, oral, graphic and kinaesthetic, in use together in the drama, 
contributed to both engagement in the work and learners’ capacity to mushfake themselves 
into the narrative.  
Table 6.i 
Modes and medium/s of communication (adapted from Kress, 2001)  
Mode Examples of mediums 
Oral Human or electronic voice 
e.g. singing, speaking, GPS voice recording 
Graphic  
(mark on a 
surface) 
Pictorial, verbal 
e.g. picture book, computer screen contents, engraving on stone, 
embroidery onto cloth, photographs, letter  
Kinaesthetic Body,  face 
e.g. interpersonal space, gesture (pointing, waving), smile 
 
I draw widely on both classroom data and student reflective data in this chapter, which 
is divided into three parts. The chosen data are designed to demonstrate different modal 
affordances of the drama, in different combinations. In each case both synaesthesia (the use 
of two modes simultaneously) and transduction (the shift from one mode to another) are 
clearly in evidence, as is usual in everyday interaction (Kress, 1997). Firstly, I examine a 
ritual role play from Term 2 where both synaesthesia and transduction are in evidence, both 
involving the kinaesthetic mode of communication. I explore how learners re-arranged an 
activity and a text to make it more “real” in its context, assisted by the kinaesthetic and 
verbal resources available to them through the drama-languages work. I draw on Kress’s 
(2004) concepts of salience and resources “to hand” (p. 79) to discuss the communicative 
energy and collaboration which learners displayed as they engaged in the activity as a whole 
class group. In interview and questionnaire, learners strongly articulated their appreciation of 
the affordances of kinaesthetic mode into the classroom activity and I therefore also discuss 
their responses around this theme. 
 In the second part of the chapter I examine the way communicative energy also 
permeated the drama-TL literacy work of the learners. Drama presents meaning making as 
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an amalgam of modes, rather than four discrete macro-skills (reading, writing, speaking, 
listening) as is still more usual in the TL field (see Chapter 3). I examine the benefits of this 
affordance, both as it delivers a wider range of resources for intercultural communication, 
and as it offers space for diverse learners to demonstrate their engagement in the drama 
through the creation of TL texts. I use data from both reading and writing activities, but also 
stress the importance of the way oracy, literacy and kinaesthetics interact and support each 
other throughout the work.  
I begin with data from a reading task where three boys talk their way into a reading of 
a pre-text (see Glossary, Appendix B), written in German in 1865. The data were initially 
chosen as an example of synaesthesia (across mode and language) since the boys used 
their L1 talk to read the TL. As I analysed the text, it became apparent that it was a powerful 
example of what Swain (2006) calls “languaging” (p.  3), a collaborative approach to a task 
which, in this case, was facilitated by the group enrolment process of the drama. 
In the final part of the chapter, I turn to individual work, ostensibly undertaken out of 
role. I examine the “silent” texts - the written work learners did during the project - to see if 
this graphic/verbal mode encouraged more learners to express their engagement in drama 
and language through narrative TL contributions. I found that a group of different learners 
was now demonstrating language learning through adoption of the narrative playwright 
functions (Dunn, 2011) in a different mode, reflecting their commitment to the drama and 
willingness to risk mushfake.  Since the somewhat limited work on writing in role is largely 
related to the L1 classroom (Crumpler & Schneider, 2002; Schneider, Crumpler & Rogers, 
2006), this work extends research in this area. 
 “Please can you help me?” Verbal and non-verbal language 
In the first part of the chapter, I present data from a ritualised role play (Glossary, Appendix 
B), (hereafter the Job Circle) where learners were encouraged to use bodily expression to 
build belief in the dramatic world (Appendix J, Term 2 Unit Plan). I chose to discuss this 
particular data because, although the learners were not required to apply the playwright 
functions in this activity, they unexpectedly did so. As I show, several students extended 
their task brief to make the supposedly ritualised exchange their own. I suggest that the 
multimodal nature of the work played a part in their engagement and their capacity/ 
willingness to participate. To support this analysis, I then present substantial and widespread 
student claims that the multimodality of drama extended their internal and external resources 
(Kress, 2003). In the Job Circle all but one of the students were in role as shopkeepers, 
rejecting the plea for work from one of the newly arrived passengers (the other student). In 
this section I explore the connections between an apparent sense of belief in the role play 
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and the transductive (Kress, 1996), or simultaneous use of spoken words and bodies to fulfil 
the textual metafunction.  I note the different ways the different learners notice and 
regenerate language and gesture (Joe, Nation & Newton, 1996) and explore the apparently 
co-constructive relationship between physical, cognitive and affective engagement in the 
drama and the urge to develop a pragmatically suitable narrative text in the TL.  
The Job Circle experience 
The theme or question behind this process drama was “What is it like to leave your home 
country forever, to live in a new land using a new language?” Consequently, once the ship 
had landed, the students in role as newly arrived migrants had to adjust to the new language 
and culture around them while building a new everyday life. Part of this experience was to 
find a job in a strange environment. In lessons preceding this task (extract below from 
Appendix J Unit Plan) students had connected to this theme and situation in various ways: 
1. View illustration from Tam’s book, The Arrival (Figure 6.i), and video (teacher 
made) of TV interview with one of migrants on arrival  
2. View collage of YouTube clips in L1 on partition of Berlin 1945. (Pre- erection of 
Berlin Wall) 
3. Language Discussion in English, discussing aspects of immigration policy 
4. Migrants disembark down Gangplank - 3 groups in role: migrants, locals protesting  
and locals welcoming 
5. Job Circle: ritual role play as migrant goes round circle of shopkeepers asking for 
a job 
Further unplanned graphic and oral input was provided for most students by the extensive 
and largely negative print and digital press coverage of boat arrivals in Australia at this time 
(April, 2009).  
The Job Circle ritual role play activity was performed twice, once as a focused ritual 
and secondly as an opportunity to re-use and manipulate the introduced language. In the 
first performance, the students/shopkeepers stood in a circle round another student 
volunteer, in role as a recently arrived migrant. The latter was holding a suitcase, isolated in 
the circle, and went round asking each prospective employer in turn if they could help him 
find work, using the words, Koennen Sie mir helfen? (Can you help me?). The locals were all 
to reply, Nein! (No), and turn their back as they did so. This repetitive rejection was, I 
hypothesised, going to extend the dramatic belief in the isolation migrants could feel as they 
search for work with limited language capabilities. A key challenge of this project with 
beginner learners was to work with higher order intellectual and affective themes using 
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extremely low level language proficiency, whilst also developing that language proficiency. In 
this activity the dramatic and linguistic focus was notionally split in two; in the first run of the 
role play (Table 6.ii) building belief in the dramatic world and theme was the focus, in the 
second (Table 6.iii), I hoped this belief would generate verbal participation whilst also 
encouraging noticing and practising of new language (Joe, Nation & Newton, 1996).  
 
Figure 6.i. Illustration from the Arrival (Tan, 2006) 
As stated, I had briefed students to incorporate overt body language by suggesting that they 
turn their backs on the man as they say Nein’ They all did this, but as Table 6.ii shows, they 
also proceeded to milk the single word for every ounce of meaning. 
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Table 6.ii 
Job circle role play A (Video H, Table 4.ii.) 
significant paralinguistics   translation  
Ben M = Ben in role as migrant     (Students often half masked in circle) 
Turn  Original text & translation Accompanying gesture Commentary 
1 
 
T: Ok. Eins, zwei, drei!... 
Ok. 1, 2, 3! 
M now proceeds round 
circle asking each 
shopkeeper for help… 
 
 
2 
 
Ben M: Koennen Sie….// 
Can you…. 
 Student in role interrupts 
question and uses intonation to 
emphasise rejection 
3 
 
St 1: (Sharply)  Nein! 
No! 
Turns back quickly 
4 
 
Ben M: Koennen Sie mir 
helfen? 
Can you help me? 
  
5 
 
St 2: Ja!.....Nein!!  
Yes!... No! 
Student in role pauses with 
eye contact then turns 
away 
Contrast in word and body 
language makes response 
more cutting  
6 
 
Ben M: Koennen Sie mir 
helfen??  
Can you help me? 
  
7 
 
St 3: Nein!  
No! 
Turns back  
8 
 
Ben M: Koennen Sie mir 
helfen?? 
Can you help me? 
  
9 
 
St 4: Nein!  
No! 
Turns back  
10 
 
Ben M: Koennen Sie...  
Can you… 
  
11 
 
Tom: (impatiently) Nein, 
nein! Auf Wiedersehen!  
No! No! Goodbye! 
Waves hand irritatedly to 
move migrant on as turns  
Student in role uses speed of 
speech, tone, gesture and 
additional words to 
resoundingly dismiss request  
12 
 
Ben M: Koennen Sie mir 
helfen?? 
Can you help me? 
  
13 
 
St 6: …Nein!              
  …No 
Pauses as considers, 
finger on mouth pondering. 
Then turns back 
Student in role uses minimal 
language but enhances tension 
using pause and gesture 
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Personalising the interaction 
This first performance of the activity, illustrated in Table 6.ii, was established as a somewhat 
“distanced” activity, making use of signification through rhythmic and repetitive movements 
and stylised relationships rather than immersion in individual characters (Eriksson, 2011, p. 
109). This ritualisation was designed to take individual voice out of the role play and force a 
focus on the migrant’s predicament. But even at this distance some learners were 
individualising their role through language and bodies; through creative speech and action 
they were reducing the distance from the central drama, tending towards immersion in it. In 
Table 6.ii it can be seen that, in responding to the migrant, learners used personalised 
paralinguistic devices including: 
 Intonation: Student 1 speaks sharply (T3).  Student 5 speaks impatiently (T11) 
 Interruption:  Student 2 responds before M1’s question is finished (T3) 
 Stress and repetition: “Nein, nein! “ (T11)  
 Hesitation: “Ja! …Nein! (student pauses) (T5)  and “…Nein…” (pauses as 
considers) (T13). In contrast to the speed of the sharp and irritated speeches cited 
above, hesitation suggests students were also drawing on a sense of varied pace 
to effect their performance 
 Gesture and facial expression: This is apparent, for example, in eye contact 
(T5), hand waving (T11), and finger on mouth (T13). Even the back turning could 
be varied: on the video Ali, who rarely spoke publicly in class, turned very firmly 
around and folded her arms, symbolically shutting the door and protecting herself 
from further requests. 
In Mackey’s (2004) words, these are “small, habitual gestures but all part of organising their 
attention towards the text” (p. 237). The build-up of enrolment and narrative had lent 
authenticity to the situation, despite the ritualisation, and learners linked words and physical 
habits. As Mackey points out, using the body is part of performing a text, yet if learners are 
pinned behind a desk this is unacknowledged. Use of the body is, of course, well known by 
most language teachers as a ploy for making target language comprehensible. Here the 
students are using the strategy, but in reverse, as it were; not to make a difficult linguistic 
message easier to comprehend but to make the simple message more complex. They are 
drawing on both transduction (transposing communication from one mode - here oral - to 
another – here kinaesthetic) and synaesthesia (using two modes complementarily) to 
mushfake (Kress, 1997). In taking control of the modes of communication they are 
expressing agency in the interaction (van Lier, 1996) and performing a more culturally rich 
version of the language. 
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Agency in interaction 
This desire to own the interaction is more evident in the second performance of the activity 
(Table 6.iii) where even more learners extended the narrative through new gesture and 
speech, making the interaction, in Bakhtin’s (1981) words, more internally persuasive. This 
suggests that they were not content with the authoritative and limited language I provided; 
they want to use the language autonomously and discursively. Between the two 
performances of the role play, students had been persistently asking me for more language 
(Video H). In this performance, where a second student volunteered to be the migrant, I had 
presumed that the dramatic energy would be necessarily lost because of the repetition. I 
stated that the focus was now less on a dramatic experience and more on language 
extension and drill – working out how to speak in the imaginary world. I offered learners 
several suggested responses to the request for help/work, such as “Leider nicht” 
(Unfortunately not). To my surprise, students did not use my suggestions. They did one of 
three things: either stuck to their original “Nein!,” copied a peer’s response, or asked me for 
a phrase they had designed. As Table 6.iii shows, they used the dramatic performance to 
develop their personal language repertoire or to re-use contributions of their peers rather 
than taking “my” language.  
This was a significant outcome of the Job Circle activities (Tables 6.ii and 6.iii) and 
some students, though not manipulating or transforming language, were now noticing and 
re-using other students’ gestures and utterances. Some learners had asked me to provide a 
TL utterance for re-use which they deemed appropriate to this genre (Ventola, 1995); other 
students were then piggy-backing on their initiative. As Joe, Nation and Newton (1996) 
observe, language learning involves noticing, using/practising and re-generating new 
language. In the absence of a teacher model in the activity, learners were obviously listening 
and watching each other intently to effect this re-use. For example, in Table 6.iii (T15), 
Student 1 copied Student 2 from Table 6.ii (T5) in maliciously switching from “Ja” to “Nein”. 
In Table 6.iii, Student 4 (T 21) repeated Kate’s utterance of “Hau ab!” (T19), thus extending 
the chance the phrase will stay in her utterance bank as well as Kate’s.
 Chapter 6:  Multi-modal Language Learning   151 
Table 6.iii  
Job circle role play B (Video H, Table 4.ii.) 
Nick M = Nick in role as migrant              translation 
Turn Original text Accompanying 
gesture 
Commentary 
14 
 
Nick M: Koennen Sie mir helfen, bitte? 
Can you help me, please? 
  
15 
 
St 1: Ja...(changes mind) …Nein 
Yes....No 
Gesture copied from 
Line 5 in previous 
transcript 
Student in role remembers  
peer’s earlier contribution 
and copies the modification    
16 Nick M: Koennen Sie mir helfen, bitte?   
17 
 
Kit: Was fuer Hilfe? 
What kind of help? 
 By now Nick M is speeding 
from shopkeeper  to 
shopkeeper far too quickly 
– hence his inaudibility at 
Line 18 and failure to take 
up Student  2’s question at 
Turn 17 
18 
 
Nick M: (half inaudible)  -  
(presumably) Koennen Sie mir helfen, 
bitte? 
 
19 
 
Kate: Hau ab! 
Get lost! 
Turns back  
20 Nick M: Koennen Sie mir helfen, bitte?   
21 
 
St 2: Hau ab!  
Get lost! 
Turns back  
22 Nick M: Koennen Sie mir helfen, bitte?   
23 
 
Tom: Zehn Euro  
Danke…. 
Ten Euros, thanks 
Then inaudible 
rejection comment as 
turns back 
Student in role extends role 
and narrative by asking for 
a bribe then reneging on it 
24 Nick M: Koennen Sie mir helfen, bitte?   
25 
 
Jake: Ja…. … … …  
Witze! 
Yes.....Joke! 
Eye contact, smile Student in role extends role 
and narrative by mocking 
migrant 
 
Learners’ verbal and kinaesthetic participation supports O’Toole’s (1992) remark that 
“The persons within the fictional context ...are embodiments of the conditions of the whole 
dramatic narrative, and can be reinvented, and rearranged within the situation, which is thus 
itself responsive to these rearrangements…” (p. 89). Wright (2011) suggests that one benefit 
of agency in interaction is the power to effect change, to create; learners become “creative, 
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active constructors of knowledge” (p. 112). The data in Table 6.iii demonstrates that the 
stylised role play was stretched by the use of the playwright functions (Dunn, 2011) beyond 
the basic reinforcing ones, using language other than that I had suggested to the students. 
Even though the ritual design of the Job Circle made use of a distanced approach (Eriksson, 
2011), the student utterances reflected a stronger embodiment of role. Earlier activates, 
such as the Tan illustrations and Language Discussion, had perhaps sown seeds for these 
more emotive, personalised utterances. As I now show, in controlling the construction of this 
text, learners were prepared to re-arranged the distance, the register and the turn control of 
the interaction  
The sustained affective connections could have also been partly due to a brief 
conversation, this time in German, which occurred just before the second performance in 
Table 6.iii. At that point, I asked the students “Wie fuehlt er sich, dieser Mann?” (How does 
he feel, this man?). They responded, in German, with words they had used in earlier work,  
“boese, traurig, deprimiert, verwirrt” (angry, sad, depressed, confused). In doing this, the link 
to the affective element in the activity was maintained, despite my emphasis this time round 
on the language. Many students sustained the imagining into the drama to connect to the 
dramatic theme (Poole in Mackey, 2004, p. 239) then. Many also took it upon themselves to 
imagine how they might use language in role as an employer. As discussed in Chapter 5, the 
interpersonal dimension of the drama engaged learners in the interpersonal dimension of 
language (Halliday, 1978).  They realised the tenor of this interaction through using new 
language and new paralinguistics - such as holding a hand out for money (T23) - which 
moved them beyond the stipulated exchange.  
It is also important to note that all these new phrases represent a shift into a colloquial 
register. The somewhat neutral formality of the ritualised first round was replaced by very 
informal suggestions. Already, Nick had tried a matey brush-off “Nah, mate!” in English 
instead of “Nein!” and I had suggested he use a colloquial/dialect version of nein, “Nee”. For 
this second round, Kate asked me for the expletive “Bugger off!” and I offered “Hau ab!” 
(T19) - somewhat milder, but not a pleasant response to someone asking for help. Tom used 
the idea of a backstreet bribe, asking for cash (T23). As in the No Food role play (Table 5.i), 
in their choice of language and its accompanying gestures, these learners were conscious of 
the communicative genre and modes which the social situation requires and were ready to 
rearrange the tone accordingly. They were able to match speech genre (colloquial oral 
interaction) to dramatic theme or linguistic field (isolation) through language function 
(refusing an oral request) in an individual way (Bakhtin, 1986). They were stimulated to 
demonstrate their commitment to the plot, theme and language (Morgan & Saxton, 1985) by 
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creating effective, personalised text which, in Hallidayan terms, reflected the field, tenor and 
modes of the situation (Halliday, 1978).  
Re-arrangement of the text, however, required the collaboration of the group. Kit and 
Nick also attempted to change the pattern of turns and responses but lacked peer support. 
At Turn 17 (Table 6.iii), Kit was intent on rearranging the narrative pattern (and maybe even 
rejecting the persistent nastiness discussed above). He had my help in the break with his 
phrase at Turn 17, “Was fuer Hilfe?”  (What kind of help?); but it was his idea to change the 
(intentional) initiation-response pattern of the ritual and force a reply to a question from the 
migrant. By attempting to rearrange the turns, he was taking greater control of the more 
powerful narrative advancing function in the exchange (O’Neill, 1995). This move is echoed 
when an unidentifiable student can be heard asking, “Can I say yes? “ (instead of refusing 
the migrant help with a Nein).  
Unfortunately, consciously or unconsciously, Nick (in role as the migrant, M2) invoked 
the passive blocking playwright function (Dunn, 2011) and ignored the narrative advance. He 
merely carried on asking for help round the circle, getting faster as he went (T17-25). It is not 
clear why Nick did this when he had volunteered for the role. However, the class resisted 
this particular rearrangement, using, in their turn, the passive blocking function.  Nick could 
not carry the class as he did with his “Let’s eat the Captain” in Chapter 5; perhaps because 
this time learners perceived the interruption as having a sabotage playwright function, rather 
than a comedic one (Dunn, 2011). There was enough energy and commitment to the task for 
Tom and Jake to persevere with their innovative responses to the migrant (T23 and 25). This 
is evidence of significant engagement in the language creation as Jake and Tom were both 
part of Nick’s close peer group, yet they ignored his playing around. In Kress’s (2004) terms, 
at this point in the interaction, participating through creating an utterance had more salience 
for Jake and Tom and they rejected their friend’s attempt to sabotage the narrative process 
(Dunn, 2011). This rejection of a close peer in favour of teacher initiated work could be 
evidence of engagement in the flow of the task (Czikszentmilhalyi, 1992).   
The ultimate lack of variety in turn initiation was due to the reactions of both Nick and 
me. Technically I was pleased to open up the interaction and limit the stereotyping of the 
local employer group (O’Toole, 1992) but when faced with the students, all clamouring for 
help with language, I ignored the question about the possibility of replying Ja instead of Nein. 
In his turn, Nick closed down the potential of Kit’s question. Moreover, if we had followed up 
the first or second activity with a focused reflection on re-formation of the possible alternative 
responses in the TL, as Willis suggests (1996), language could have been better noticed by 
more students, and a less culturally stereotypical image of migrant as victim could have 
been developed (Carr, 1999). For these reasons, some learners had asked me to provide a 
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TL utterance for re-use which they deemed appropriate to this genre (Ventola, 1995); other 
students were then piggy-backing on their initiative. One more rehearsed performance might 
have been well worth the time. 
Blending the discourse 
An interesting sequel to this initial Job Circle role play, which occurred between the two 
iterations of the role play, illustrates once more how the various elements of the drama led 
the students’ recently developed language into new spaces, genres and relationships. The 
extract in Table 6.iv is from a student exchange in the target language which occurred as 
students were moving back to their seats to discuss the activity so far. Before the exchange 
transcribed above as Table 6.iii, I had spoken about how alone the migrant was in this new 
work environment and had stressed the word allein – alone. As Ben (M1) moved from his 
position as central migrant to leave the disintegrating circle, other boys called out in the TL 
that he was ‘alone” (Table 6.iv).  
Table 6.iv 
Job circle role play C (Video H ,Table 4.ii)  
Half the students are already back in their seats and the rest are moving that way.  
Ben is still on his feet and this is called in his direction. Voices are not easily identifiable:- 
Turn Original text Translation 
24 St A: (derisively) Haaaa, du bist allein!// Ha , ha; you’re alone! 
25 St B: (mockingly) Du bist allein!// You’re alone! 
26 Other Sts: Allein, allein...// Alone, alone 
 
Through the noticing of this word, “allein”, (Joe, Nation & Newton, 1996), the dramatic 
communication had become intertwined with that of everyday classroom communication 
(Haworth, 1999). The physical demonstration of the isolation of the migrant, followed by the 
movement back to seats as students, triggered a spontaneous re-use of noticed language. 
The roles blurred and it is not clear whether the shouting students were still identifying as 
employers or were being unkind to another student in their own student role. The students 
were physically, and presumably mentally between standing in the dramatic space and 
sitting in their classroom seats, and the interaction was correspondingly hybrid. This blurred 
space apparently led to connections between the isolation of the migrant and the isolating 
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consequence of baiting a fellow student. These are the kind of connections which Bolton 
(1986) suggests make drama meaningful for students. Language combined with gesture and 
use of space triggered manipulation of language to hand in a new genre, banter (Kress, 
2004). 
In the dramatic context of both the No Food role play of the previous chapter and this 
Job Circle, learners felt able to experiment across discursive boundaries and hybridise their 
speech in what can again be seen as transgression of the norms of classroom talk (Tam, 
2010). As in the transgressive turns in the No Food extract in Chapter 5, the discursive 
space of the drama spanned the imaginary and classroom worlds; the addressee for this 
taunt is a hybrid migrant/classmate. Leaving aside the unknown motivation for the comments 
addressed to Ben, this kind of discursive capacity to regenerate and hybridise language in 
new combinations and conditions is a necessary skill for the creative intercultural language 
user (Kramsch & Whiteside, 2008).  
Physical, affective and cognitive imaginings 
These connections between the real and imaginary worlds involve blending the physical, the 
affective and the cognitive to produce an aesthetic response and reaction in spectators and 
participants (Dewey, 1934/58). The affective dimension of the experience was developed 
through the preceding dramatic texts and activities and through the spatial symbolism of 
exclusion - the migrant, alone yet surrounded in the middle of a strange group. As in the No 
Food role play, the cognitive and affective came together as students listened and produced 
language in ways which related to what they knew and were seeing/feeling about migrants, 
jobs and loneliness. By imagining themselves into the drama they could also imagine how to 
participate in it (Poole in Mackey, 2004); the art of the drama and the crafting of the 
language become interwoven (Dewey, 1934/58). This suggests learners have imagined 
themselves into the imaginary, artistic world of aloneness, which then invoked a connection 
to the playground world of these “schoolboys” (Bundy, 2003). The imaginary relationship 
resonated with real peer relationships and provoked an imagining how – how to re-use 
language from one world and regenerate it with implications in both (Poole in Mackey, 2004). 
The connection between imagining into and imagining how was also suggested by 
student commentary on the process drama work. It is possible, indeed, that the kinaesthetic 
aspect of the process was a major link between building belief in the dramatic world and 
building the confidence to create language to participate in it. For this reason, it is pertinent 
to explore the learner feedback in some detail. 
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The kinaesthetic affordances of drama; the student view 
The appeal of the kinaesthetic element associated with the dramatic pedagogy was one of 
the key themes which emerged as I content coded the learner commentary in the two 
questionnaires and the small group focus interviews. Learners made frequent references to 
the fun aspect of the drama, and when pushed to explain what they meant by the term, fun, 
many of their explanations focused on the way drama embedded the use of their bodies in 
some way. Moreover, they were able to articulate why this physical activity was important to 
them. Their comments pertained to the welcome opportunity to leave their seats and avoid 
the tedium of sitting, to the authenticity which movement gave to the dramatic and 
consequently the language work, and to the mnemonic benefits of attaching words to bodies. 
These effects seem to be interdependent: students spoke of the excitement of imaginary 
doing in the same breath as using a hand signal to remember a word; they spoke of it 
seeming more real at the same time as they said it made language learning easier. 
However, in the following paragraphs I have separated these dimensions of the kinaesthetic 
to present the data.                                                                           
As noted in Chapter 3, the model of the physically inert pupil, particularly in middle and 
high school classrooms, has not changed much since 1916 when Dewey felt the need to 
stress that students bring both bodies and minds to school (p. 141). The exchange below 
between the girls in the small group focus interview 1A (L165-169) reinforces the current 
relevance of this fact:  
 
The comments in the conversation above suggest that inert bodies, and in this case voices 
too, can lead to disengaged minds “just writing” (1) and “daydreaming” (3). These learners 
were not objecting to the content of the class - the language - but to the method and mode of 
1. Yeah, as long as we’re 
not 24/7 sitting at our desk 
and just writing things on 
the board, then we’re 
going to learn stuff and 
have fun and enjoy 
learning. 
 
2. Because if you just 
write things down, 
you’re just going to be 
going, “When is it over? 
Come on ... when is the 
next class?” 
 
3. And then you’re 
like daydreaming.  
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instruction. Nor were they stating they are averse to language learning per se – having fun  
and enjoying the language lessons seemed possible – “We’re going to learn stuff…and 
enjoy learning” (1), but fun was precluded by the expected modes of learning  and teaching; 
just writing (1, 2) and “sitting at our desk” (1). This opinion was confirmed by the group in 
focus interview 1B, who felt language learning had often consisted of “sitting and listening 
and listening and listening” (SI 1B, L212-213). Such comments confirm the importance to 
learners of the drama work which embodied the dramatic situations and relations (Schewe, 
2002). For these students, doing seems to mean moving round the room and being less 
physically passive.  
However, for some, “doing” also had connotations of doing difference (Carr, 1999) 
through role. It appeared to be an important element in building the imaginary dramatic 
space, as the following quotations from the final questionnaire reveal. 
 
The language used by Students 4, 8, 18 and 19 above is significant. The verbs, boarding, 
act like, get off, go through, getting off,  are all material processes - involving matter, not just 
thought processes. More significantly, Students 8 and 19 spoke as if these processes were 
really happening: they got off the ship and went through customs, rather than pretended to 
do these things. They had imagined themselves bodily moving around a ship to an extent 
that it had become a “real” memory.  Through this belief in the imagined world, language 
became connected to a world apart from the classroom - less of a school subject, perhaps, 
and more of a way of participating in a partly familiar, partly unfamiliar social world.  
It seems from the student data that this memory of doing is a powerful pedagogic tool. 
In referring to the drama strategies, two girls in interview 1A (L128-130) linked memories of 
Student 18 
The ship boarding 
…was really 
interactive” 
 
Student 4 
…we got to act 
like we were 
German” 
 
Student 8 
…we had to get off 
the boat and go 
through customs  
 
Student 19 
…when we were 
getting off the 
ship  
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playful work to making meaning, and then complete the circuit by equating this memory act 
to learning.  
 
 
For many of these students, learning something in lessons appeared important; several of 
them bemoaned the fact that their primary years had left them feeling they had not acquired 
much new language. Indeed, a feeling of acquisition seemed to be bound up in their concept 
of fun, which for several learners was not a trivial state. This attitude is reflected in the 
conversation between Claire and Imogen below (SI 3C, L196-205). 
 
The girls stressed the importance of doing for learning: they have learnt a lot (Claire) and 
learn a lot more (Imogen) through doing. Doing helps them remember (Claire). Both girls 
suggest that the playful hand signals we attached to vocabulary were effective mnemonics, 
making language stick. In the final questionnaire, one student reported that, "…the words 
stuck in your head” (FQ St 2, Qn a) because of the doing. This is in contrast to Jensen and 
Hermer’s (1998) evaluation of traditional pedagogy where the vocabulary and grammar are 
seen as in the head, not in “arms, mouths, eyes and feet” (p. 178) This appreciation of 
1. CLAIRE: I feel that we have 
learnt a lot because instead of 
just sitting down and writing on 
paper, we’ve done that and 
we’ve also done like things to 
remember. We’ve done drama 
activities and it’s … //  
 
3. CLAIRE:… just altogether it 
makes things … (to Imogen) 
yeah, it makes you remember 
things. Like when you do your 
hand signals, like dick and that 
(girls giggle), that’s something 
to remember. Like it’s just … 
yeah. … 
 
2.…IMOGEN: …. Well, 
we learn a lot more 
when you’re actually 
doing it because… 
(laughs as distracted by 
boys)… because it 
sticks   
 
1. And you also have memories 
that you remember, then 
going, “Oh, I played that 
game and I remember this 
means “something” in 
German.” 2. And that you’re 
learning........ 
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simple word-action signifiers aligns with much positive feedback in the teaching community 
for the Accelerated Integrated Methodology programme (2013), and represents an 
attachment of language to the body which Pelias (2008) calls “a faith in embodiment, in the 
power of giving voice and physicality to words, in the body as a site of knowledge” (p.186).  
Emphasis on the kinaesthetic mode maximises learner access to their internal 
resources (Kress, 2003). According to Kress, learners’ L1 and TL remembered language 
experiences could be seen to constitute their internal resources and those currently available 
from the teacher and peers their external ones. The internal TL resources to hand for 
beginners will be limited and this is an important consideration in the drama-languages 
classroom. However, sometimes learners’ internal resources are also externally limited by 
the pedagogical norms of the classroom. Moving around the classroom, copying peers, re-
arranging the space, free use of paralinguistics, activities designed to link action to words 
are all drama resources not always available to language learners. The encouragement to 
use space and gesture, implicit in dramatic form, means there are more resources “to hand” 
(Kress, 2004, p. 79) for learners to draw on, whatever their language level and this adds to 
the meaning they can make.  Even when students were linguistically more confident, the 
body was used to emphasise and enrich their communication. The embodied connections 
became less ephemeral, effective experiential referents for language, more easily embedded 
in learners’ personal utterance banks (Bakhtin, 1981).  
When the data from the Job Circle and that from the student commentary are 
combined, it is possible to conclude that in this task there was a cyclic, “knock on” effect 
from integrating the physical with the verbal in the dramatic context. Figure 6.ii below 
represents this effect where I am suggesting that the physical and the verbal experiences of 
both the drama and the language are co-constructive in many ways. However, it would be an 
oversimplification to say that such a cycle is so cleanly cyclic, or that it is ever completed. I 
explore the complexity of this cycle further in Chapter 7.  
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Figure 6.ii. Imagining into, imagining how: Multimodal drama-languages task 
Target language literacy skills through drama  
In the next section I explore the way imagining into the drama also had an effect on learners’ 
imagining how to communicate through the graphic mode, in this case, the reading of the 
pre-text and writing tasks early and later in the project. 
“I’ll be that guy”: Reading the Ship’s List pre-text 
I examine a short extract from a group reading activity where students were not in role, but 
were preparing to be. The reading text was an authentic ship’s passenger list from 1865, 
hand-written in flowery old German script (Appendix M). The analysis of the reading of this 
extract is in three parts. Firstly, I draw on the four resource model of literacy from Freebody 
and Luke (1997) and on Donato’s (2004) work on group collaboration in the language 
classroom to explore how learners collaboratively mobilised existing literacy skills to read the 
text. Following this analysis, O’Neill’s (1995) work on the pre-text is useful in examining the 
passenger list text itself and the learners’ relationship to it as a precursor to the drama and to 
the language work. Finally in this section, I summarise the cognitive, physical and affective 
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evidence of the learner engagement in the task and link this to the actual pre-text chosen 
and its collaborative reading.  
In this part of the drama, the students were about to be enrolled as members of a 
migrant family, forced to leave their home country by ship. As embarking passengers they 
needed to be able to give their new names and ages to the Captain of the ship. To begin the 
enrolment process students were given a copy of the (authentic) passenger list for the 
Sophie (hereafter the Ship’s List), a real ship which sailed from Hamburg to Moreton Bay 
with German emigrants in 1865. This ship’s list was used as a dramatic pre-text (Appendix 
B) to orientate participants to the journey ahead and initiate the enrolment in the process 
drama (O’Neill, 1995). The task was to find out what the document was, then each group 
must enrol as a family from the list. They discussed the German text in English. 
At this point, students are preparing to be players in the drama (O’Neill, 2006) and 
have already demonstrated some willingness to operate “as if”, Morgan and Saxton’s (1987) 
preliminary level of dramatic engagement. To enrol as families, the students first form groups 
and this is where the future Raabe family, Tom, Claire, Jake, Nick and Imogen, come 
together.  
Reading the Ship’s List through talk   
The reading activity represented the first significant dipping of student toes into the waters of 
process drama. The class as a whole appeared absorbed by the text, and the video camera 
picked up a particularly successful collaborative reading. By now this group of students 
seemed largely unabashed by the presence of the camera, although the video shows that 
their concentration appears more sustained when the camera is on their group. The boys 
had one copy of the list and the girls another, and Table 6.v records the early stage of 
reading where the focus zooms to the boys, who were already using their fingers to isolate 
text (Figure 6.iii & Table 6.v, T1,T5,T10,T16). They worked collaboratively to decipher the 
document, pointing to the listed names and interacting to sort out what it meant. As when 
they mushfaked the oral interaction, the students drew on skills from their L1 and on the 
resources of the group. I examine each strategy in turn. 
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Figure 6.iii. Reading fingers on the Ship’s List text  
  
 Chapter 6:  Multi-modal Language Learning   163 
Table 6.v 
The ship’s passenger list (Video A, Table 4.ii)  
Turn Transcript 
1 Jake: I can read it. I can read Sooo-phie (sounding out and pointing to word.) 
(Jake and Nick laugh and high five each other.).  
2 Imogen & Claire: Jo...Joseph and ..... 
3 Nick: I can‘t read that; right that’s Peter  
((alternatively: I can’t read that writing. That’s Peter)). 
4 Jake: Yeh, that’s Peter. That’s Peter. 
5 Nick: Two Peters. One’s aged 21, one’s aged 22, thirty, 39, 6!! Oh crap. 
(Tom? also pointing at text and commenting but inaudible) 
6 Jake: 5 years old... 3 years old.  
7 Tom: 3 years old?! Tom: (pointing) Drei, drei ...ist drei… 
Pause while I ask the class what they think the list is. 
I then guide them to find a family to adopt. 
8 Jake: I’ll be that guy. 31 year old. His name’s Aaron.  
9 Nick:  I’m 15...“ (2 students overlap here, pointing to names and ages) 
10 Jake: No, but don’t you have to be in the family? (Points to document) 
11 Tom: I’m ?18 
12 Jake: Don’t you have to be in the family?  
13 Nick: I am in the family 
14 Jake: But where’s the fam..OOh, so this is a whole family? 
15 Tom: Noo… 
16 Nick: No, that is... (points down family list)...   (Tom and Nick overlapping, 
explaining but indistinguishable)  
17 Jake: (confirming, satisfied tone) From there to there… I’ll be the eighteen 
year old. 
The reading of this document, in a foreign language and an unfamiliar context, calls loudly 
on the use of all four reading resources, code breaking, meaning making, text function and 
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text analysis (Muspratt, Luke and Freebody, 1997). Although these literate students 
presumably regularly use these skills in their L1, to continue the drama, the skills must all be 
transferred to German.  There are several clues to meaning in the content and format of the 
document; the lists, the repeated surnames, the ages. The heading is a girl’s name, Sophie, 
in reality the name of the ship, with the date, 1865. However, since Gothic script was used in 
this era, the readers needed to actually break the code by deciphering the unusual letters 
and reading the words, hence the spelling out which was going on (T1, T2) and the 
preliminary success “…right, that’s Peter” (T3) (Muspratt, Luke & Freebody, 1997). Learners 
must make meaning of the words and format of the text “Two Peters. One’s aged 21…” (T5). 
To do this they must be analysing what kind of text this is – written by whom for what 
purpose (Muspratt, Luke & Freebody, 1997); they had obviously worked out immediately that 
these are lists of people and their ages, but the grouping of the family names is a point of 
mild contention: “Don’t you have to be in the family?”  “I am in the family” (T13-15). They 
work together to build a more coherent picture, Jake and Nick moving in turns, for example, 
from “Peter” to “Peter... Peter”, to “two Peters” (T3-5).  They now recognise a list of names 
and ages in columns drawn up in an unfamiliar time and place - who would have written it, 
and why? Only once this puzzle is cracked can they actually read the text in meaningful 
chunks to decide which family member they will adopt in role.  
Collaborative reading 
One of the benefits of process drama is that it can position learners as a group with common 
interests (O’Toole, 1992). Indeed, here the boys worked as a group, bonded to read the text, 
but progressed by the end of the activity to become bonded by their links as a family of 
passengers, a new group relational identity which assisted collaboration (Donato, 2004); this 
is a point I extend in Chapter 7. The collaborative nature of their puzzle solving is very clear. 
From Turn 10 in Table 6.v above, it is obvious that Nick and Tom have grasped the list 
format more quickly than Jake whose comments include “I can’t read it” (T1) and, twice, 
“Don’t you have to be in the family?” (T11, 15). Jake always appeared a somewhat “touchy” 
student, anxious to be popular and not to remain too much in Nick’s shadow. If this work had 
been an individual or a class task Jake might, on other data evidence, have been defensive 
about his misunderstanding, but here he apparently did not feel the need to disengage from 
the text to assert his status as a competent student; he simply looked again when Nick 
corrected him. He expressed his realisation of how the families are listed with a sudden, 
“Ooh” (T15 ), then said “From there to there” at Turn 17, spoken with dropping intonation, 
suggesting satisfaction, completion. In the following student interview comments, the 
learners articulated what they saw as the benefits of group work in ways which support this 
analysis of Jake’s behaviour.  
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Researcher: Okay. So you’re making a distinction, am I right, between things 
where you work together and interact with each other and individual work? 
Student: Yes, because if you interact and work together, you can help each 
other out. 
Researcher: Okay. 
Student: And if you don’t understand a word, when someone else does they 
can always explain it to you. (SI1A L139-145)   
The emphasis here, as in other 
interview comments, was on 
support in the form of help and 
explanation. Sarah (SI 3B T153-5), 
like Jake, was similarly not 
embarrassed to accept help within 
her group. She worked in a group 
of three as Familie Meyer. The 
other two girls both regularly heard 
Afrikaans spoken at home, a 
language related to German, and she appreciated their support.  
Group enrolment in the drama-languages classroom 
Group enrolment is a key strategy in process drama for what can be confronting practice. In 
the language and literacy field also, for reasons referred to in Chapter 3, group discussion is 
regarded as a protective and productive structure (Mercer, 1996). Moreover, in terms of the 
language learning, the boys in Table 6.v are demonstrating the benefits of languaging as 
advocated by Swain (2006) for honing grammatical and socio-linguistic skills. By talking 
things through, they build on each other’s knowledge, both L1 and TL. However, there is still 
a certain ambivalence in the language 
teaching community towards group 
work, especially at secondary school 
and this is exemplified here by the 
concern which the observing teacher 
on this project voiced to me and wrote 
in her comments (OTF, March, 2009). 
She feels that it is the weaker learners 
who may disengage, although there is 
evidence in Imogen’s work, cited in 
Sarah 
 I actually think I preferred 
being with Anna and Ali 
because, having them with an 
advantage, it’s kind of also my 
advantage because I can 
learn off them  
Observing teacher  
 I feel that when students 
work in groups a lot there 
is a greater chance for the 
weaker students to 
disengage a lot or not to 
do anything.  
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Chapter 5 and in the data in Chapter 7 that this is not necessarily the case.  
On the video recordings there is indeed evidence of what Jahng, Nielsen and Chan 
(2010) call social behaviours, such as chat and banter about topics unrelated to the lesson.  
However, to these authors the social aspect of any group community helps build the 
collaborative relationship which allows students to instruct, support and contradict each 
other. Occasionally during this project unrelated interaction did become excessive and a 
student was moved out of a group, or I intervened through task-related questioning to bring 
students’ focus back to the work. But these moments rarely occurred when students were 
creating or performing in the dramatic space, and in Table 6.v, above, despite occasional 
recourse to social behaviours (swearing and high fives), it can be seen that the task was 
completed with great focus and deep collaboration (Donato, 2004).  I turn now to discuss 
possible reasons for the learner inclination to pool resources and collaborate.  
Engendering and expressing engagement  
In this activity the dramatic strategies overtly in play were the use of the pre-text and the 
initiation into role (Morgan and Saxton, 1989; O’Toole, 1992). Together, they created a 
tension of mystery around the pre-text (O’Neill, 2006). There is consensus that a pre-text is 
the crucial component of the process drama (Bundy & Dunn, 2006; O’Neill, 1995, 2006; 
O’Toole, 1992). In the analysis of this reading, the boys’ collaborative focus on the text 
seems to combine with a sense of “implication” in the text itself to propel them on (O’Neill, 
1995, p. 22) and build their willingness to engage with it. The nature of this pre-text probably 
helped to develop this engagement for unlike a more traditional beginner reading task in a 
foreign language, which would typically lead to answering questions or filling in a cloze 
passage (extended text or sentences with gaps to be filled in), this text and its relevance 
were initially somewhat mysterious. This light tension was enhanced by using the Ship’s List 
alongside the mystery and menace implicit in several illustrations from Tan’s (2007) book, 
The Arrrival. Used in tandem, these pictorial and verbal texts tempted learners into the 
dramatic world, yet left open what the journey into the unknown space and language might 
turn out to contain (O’Neill, 1995). The excitement attached to these materials perhaps 
heightened the learners’ inclination to participate. 
Even though a pre-text is a preparation for enrolment, still outside the dramatic frame, 
it can still be “organic to the drama” (O’Toole, 1992, p. 88) and assist in building belief in an 
imaginary world.  Engagement can take many forms during a drama, and commonly 
includes cognitive, affective and/or physical responses within a dramatic frame (Bundy, 
2003; Dewey, 1934/58; O’Toole, 1992; Wright, 2011). For example, in Table 6.v, Tom 
demonstrated cognitive engagement across language modes as he mused on the language 
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(Swain, 2005). Almost to himself, trying it on for size, he translated the child’s age into 
German “... ist drei” (is three) (T 7). An absolute beginner, he moved to focus on speaking as 
well as reading the target language. He was making connections between the written words 
in front of him and the oral language he would need to board the ship. 
 A further example of cognitive engagement in the reading text itself can be found in a 
reaction from Imogen, another member of the Raabe family group. Imogen’s apparent 
struggle to follow the early lessons had been exacerbated by regular stints of absence in the 
first weeks of term. The day of the reading task was February 14th (celebrated as Valentine’s 
Day in Australia) and she had spent the first several minutes of this lesson gently waving a 
Valentine’s balloon around until asked to tie it up. As the lists were being handed out she 
had retrieved her balloon, but soon forgot about it to work on the text. In the video recording 
of the whole lesson Imogen was visibly and audibly drawn into the Raabe group reading 
cited above. On the recording there is a short gap between Turns 8 and 9 where the class 
discussed what the document could be. Imogen put up her hand to correct my version of the 
ship’s sailing date, saying, “It’s 1865 not 1861”, evidence of her alert engagement with the 
text. I suggest that in lieu of playing with the balloon, Imogen was responding to what I 
referred to after O’Neill (1995) above as the implication of the drama. Something is being 
foreshadowed by this text and by the prospective enrolment. The tension created, although 
slight as yet, was enough to whet her appetite to participate.  
A willing engagement in the task is also reflected in the physical behaviours of the 
learners; in the closeness of their bodies as they work around the text and in their use of 
their fingers - like early readers – to identify specific text (Figure 6.iii). Physical expression of 
engagement in the task is also seen where Jake and Nick high five each other in an 
unselfconscious act of glee as Jake announces (Table 6.v, T1) that he can read something. 
Their animation is obvious (Bundy, 2003); there is an immediacy, a sense of being there 
displayed in the use of space, the fingers on the text and in the repeated overlap and short 
turns of the interactions. Perhaps the enrolling process, especially at Turns 9-10 with, “I’ll be 
that guy” and, “I’m 15” resonated for students with early memories of play when many 
imaginary scenarios would begin with, “You be Mum and I’ll be Fred” (O’Neill, 2006). In 
associating the cognitive effort the learners expended with dramatic tension and physical 
expression, I am also suggesting that there is a strong affective aspect to their inclination to 
participate. Both the tension of the dramatic mystery and the confidence accrued from 
collaborative group work could be spurring them on to produce kinaesthetic and verbal 
expression of an affective response, tied in to a cognitive challenge and success. In a 
productive synergy, the engaging implication, and hence salience of the text (Kress, 2004) 
meant that the potential benefits for learning of group work in role could be fully exploited. 
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This layered physical, cognitive and affective engagement with the text seems to be 
intricately bound up with the nature of the document itself, at once a pedagogic and an 
authentic document which represents learners’ entrée into the real German speaking world 
and the imagined one on board the Sophie. It is a document which once served an authentic 
purpose beyond the classroom and which in turn lends validity to the imaginary world in 
which it is now to be used. It is also simple in TL content once the Gothic script is 
understood. It spans time in that it is a voice from 1865; it spans place in its representation of 
families who travelled from Germany to Australia - and now back again. In this spatial and 
historical stretch it is a rich, dialogic text, recognising voices from the cultural past embedded 
in words (Bakhtin, 1981). As the students read it and took on roles, it came to represent both 
the historical migrants listed and themselves in role as more contemporary migrants. In this 
way it perhaps linked the students to the action of the theme as well as the action of the plot 
of the drama (Morgan & Saxton, 1985). It also introduced them to the action of the additional 
language.  
Reading verbal script in a foreign language is arguably more difficult than other target 
language skills because it is often a mono-modal practice; improvisation is difficult when the 
text is set in paper or screen without the benefits of personal contact. Extended text 
containing several unfamiliar words can seem overwhelming. In the face of this difficulty, a 
strong motivation to read is crucial. As in the Job Circle, a cyclic effect can be traced. In the 
exchange described in Table 6.v, it is likely that the dramatic purpose of the reading – to find 
a character to adopt in role – drove the learners’ initial willingness to persevere with the task. 
The group collaboration then ensured that they all had some success (Haworth, 1999). 
Thereafter, the exhilaration and satisfaction they experienced as they cracked the code and 
made meaning kept them focused on completing the challenge (Csikszentmihalyi, 1992). 
However, much of the reading in German was achieved through spoken interaction in 
English. Part of the students’ success depended on their talking to each other while reading, 
and the learners’ bilingual multimodal interaction underpinned the success in this task. 
In the next section I examine extracts from student written work. In general, this way of 
working appealed to the linguistic artistry and skill of a different set of learners. With 
reference to several writing tasks, in particular the Job Application task (Appendix J), I 
illustrate how, for some students, writing in role led to greater interactive success than oral 
work. For them, it seemed a more salient, but equally discursive key (Gee, 2002) to effective 
participation in the challenging world of process drama and a new language.  
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“In the story as they write”:  Diverse learners, diverse modes  
A disproportionate amount of time is often spent on writing in the TL classroom (Carr & 
Pauwels, 2006) in comparison to the other macro-skills of reading, listening and speaking, 
and according to this group of learners, this is true even of some primary school classrooms 
(IQ, SI 1, SI 3). This has been mitigated in some programmes by the access to oral 
interaction opportunities online, but reasons for writing still abound. Some teachers slip into 
a default pedagogical model based on their own older or overseas school experiences 
(Kumaravadivelu, 2003). Writing is seen as less risky with a “difficult” class than oral work. 
Marking written text is easier and more readily defensible than watching oral work, 
particularly when it involves more than one speaker (May, 2011). Moreover, the written form 
is often taught as if it will also serve as authentic oral speech (Burns, 2001) and this means 
many grammar drills tend to be written, albeit often on a keyboard. This emphasis on writing 
is one of the reasons suggested to account for boys' lack of enthusiasm for language 
learning (Carr & Pauwels, 2006), and a similar antipathy is readable in David’s work, 
discussed later in the chapter.  Despite this caveat, I turn now to examine some of the 
students’ written work for four reasons.  
Firstly, for some students the individual written mode was familiar territory and 
probably reduced the risk factor for them. Secondly, it is apparent from the data below that 
mushfaking is not confined to oral work; risk taking can be encouraged when writing in role. 
Through this kind of challenge, different learners can be encouraged to work at the limits of 
their capacity (Swain, 2005). Thirdly, it is also apparent that the dramatic enrolment and the 
affect it involves influenced the content and tenor of the writing in a way which enhanced its 
personal meaning and authenticity (Winston, 2004). Finally, much less is written about 
process drama in connection with written work than with oral work, and if the pedagogy is to 
be attractive to language teachers, it is important that they see its potential benefits in this 
privileged area.   
I refer to several written tasks during the chapter but, initially, I refer to the potential 
limitations on writing in a new foreign language identified in the research literature because 
they are confirmed to some extent by the student commentary data. I then emphasise the 
apparent connections between the dramatic enrolment and the students’ personalised 
writing (Crumpler & Schneider, 2002), and draw again on Hallidayan frameworks to discuss 
the student language in use (Halliday, 1978). I also discuss the effect of the multimodality of 
the task preparation activities, combined with the dual worlds in which the learners were 
operating. Together, they appeared to have empowered them to prepare and complete the 
written task in largely appropriate target language.  
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Writing in the languages classroom 
In 2002, Crumpler and Schneider wrote “Despite the promise for incorporating process 
drama into writing instruction, its use has not been widespread” (p. 63). In view of their 
demonstration of the benefits of writing associated in the drama, this promise is worth 
pursuing. However, process drama in the beginner languages classroom often entails a 
more open-ended approach to writing. As with the oral language work cited in Chapter 5, this 
approach comes up against several potential limitations exacerbated by learner attitudes to 
writing and learner prior experience. The general unpopularity of writing in the language and 
literacy classroom, especially with some boys, is documented by Carr and Pauwels (2006). 
In the student interviews and final questionnaire, learners indicated that they preferred less 
emphasis on writing than many primary programmes seem to have offered them (Table 6.vi).   
Table 6.vi 
Student attitudes to writing 
Student Student Response 
Nick/Jake: 
(SI 1A L90-91) 
[The teacher] would write the things up on the board and we 
would just be expected to write it down. But she wouldn’t explain 
what it was 
Student 18 (FQ) I think the drama is GREAT because it is fun and interactive and 
we learn more because we like it instead of ...sitting down and 
doing really boring stuff like writing  
Imogen: (SI 3C L155)  And it doesn’t hurt your hand.  
Emma: (SI 3A L163-
165) 
Yeah, you’re actually…you actually… do something so instead 
of just sitting there and writing, you’re actually acting it out, so 
you…  
 
Students associated writing with boredom (Table 6.vi, Student 18), sore hands (Imogen) and 
sitting down (Emma). Drama, on the other hand, was associated with doing and acting it out 
(Emma), fun, interaction and learning (Student 18). These comments were typical and the 
implication here is that certain kinds of writing do not encourage language learning. This 
could be due to a lack of noticing of new language (Joe, Nation & Newton, 1996) because of 
the way it is presented – “boring stuff” (Student 18), “wouldn’t explain” (Nick/Jake). This 
aligns with Eriksson’s (2010) assertion that during routine, predictable interaction such as 
classroom writing is for these students, we only see and do not recognise the content. 
Decontextualised TL writing tasks are commonly too familiar, repetitive and lacking in 
discursive associations to have salience for learners (Kress, 2004).   
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Another limitation on writing in any classroom is the underdeveloped school literacy 
skills of some learners which have demotivated them (Glasswell, Parr & McNaughton, 2003). 
According to Gee (2002), literacy defines “identity-related positions in social space” (p. 159) 
and for some this means their literacy skills mark them as underachievers. Reading and 
writing have therefore become “dangerous and risky endeavours” (Gee, 2002, p.159). I think 
perhaps Imogen, referred to in Chapter 5, and David, below, fall into this category. 
Associated with this limitation are the unavoidably limited skills in target language written 
grammar of all beginner learners. This has an impact on the potential scope of written work, 
making many teachers (and students) play safe, especially in an assessment culture where, 
despite the rhetoric of meaningful communication, correct form and accuracy are often seen 
as crucial to communicative success. I now draw on several extracts from the data to 
explore the possibility that the dramatic context exerted an influence on most students’ 
willingness to write and on their capacity to create written narrative.  
Connecting writing to role 
During an early, individual, reading assessment task students were required to read and 
respond to ships’ signs (see Appendix L). One question asked: 
Where would you go if you were seasick? (English in boxes was not provided to students) 
 
 
 
A simple copying or translation of the appropriate word was all that was required and most 
students wrote “Men’s” or equivalent. Tom wrote “Herrn denn ich bin der Vater” (Men’s 
because I’m the father). Tom was apparently hoping for maximum marks by extending his 
answer and he did it as if in role by using the first person ich. He used a newly acquired 
conjunction, “denn” in order to answer and explain. The fact that Tom, an absolute beginner, 
was not only willing but able to do this, aligns with O’Toole‘s (1992) and Dunn’s (1998) 
evidence that children carry their imaginary playing into their real conversations when they 
are engaged by the drama; it lingers and therefore is more likely to leave traces. In this case, 
the dramatic context made the written task salient. 
The visual mode of the resource text could also have added to this salience. One of 
the other questions in the above reading test presented freeze frame photographs of families 
on the ship’s deck to be matched to photo album captions (Appendix L). During the whole 
test, therefore, the photographs provided a visual reminder of Tom’s role and relationship on 
the ship which he had embodied in the recent freeze frames. This combination of 
Dusche 
(Shower) 
Damen 
(Ladies) 
Herrn 
(Gentlemen) 
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representations of the plot through visual and verbal graphic modes perhaps connected the 
past enrolment to the present language testing for Tom, despite the fact that this activity took 
place outside the dramatic frame (O’Toole, 1992). Rather than a routine test reply, Tom had 
again personalised his response.  
This personal quality in writing in or connected to role is also evident in another early 
task. Figure 6.iv below is an example of freeze frame photographs used to stimulate the 
filling in of cartoon style speech bubbles for members of the family. As she worked on the 
task I gave Anna, a continuing student, the phrase, “Das ist nicht, was ich erwartet habe” 
(This is not what I expected).  
 
Figure 6.iv. Freeze frame (Life on board) speech bubble example 
In her speech bubble (SW 3/09). Anna wrote, “I am sad and depressed. This is not what I 
expected. My daughter is also sad. There are only 3 toilets. No-one expected this have”. In 
the last sentence, “Niemand erwartet habe das” Anna tried to manipulate my phrase, 
changing the subject to nobody, to extend her prose and emphasise the massed passenger 
reaction. Because I gave her a compound sentence to work with, her new word order is awry 
and the verb ending incorrect, but nor is her word order a straight translation from English, 
suggesting she is perhaps noticing and experimenting with the differences. Through the 
mushfake she demonstrated her commitment to the plot and to moving her language on. 
Crumpler and Schneider (2002) note that their research indicated that ownership of 
imaginative work is important within the drama world; according to Swain (2005) such 
ownership is an important motivating factor in language classroom participation.  
Ich bin traurig und 
deprimiert. Das ist nicht 
was [ich] erwartet habe. 
Mein Tochter ist auch 
traurig. Das ist nur drei 
Toiletten. Niemand erwartet 
habe das. 
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In contrast to Anna’s L1 literacy skills, 
David’s were listed as below average, but in 
his Speech Bubble alongside (SB 3/09), he 
too extended his work after feedback, from 
“Ich bin boese, aengstlich und traurig” (I am 
angry, anxious and sad) to the sequence, 
alongside (I am sad and am so hot. I smell 
the toilets, that is not good. That ship is 
small). He had great difficulty putting pen to paper and I asked him questions, reminded him 
to think what he could smell and feel on the deck. It is reasonable to infer that having the 
images and physical/sensory experience of the imaginary context to refer to mentally helped 
David to extend his work without excessive pressure from me (Kelly, 2006).  
The Speech Bubble task tapped directly into the learners’ performance in role. There 
was a multimodal (visual and verbal) connection to the dramatic narrative and setting, or 
field of the text, and to the dramatic relationships which create the tenor of it (Halliday, 
1978). In Anna’s case, this connection, combined with the open-endedness of the task, 
appears to have provoked her to manipulate language in order to extend the dramatic 
narrative; she is able to perform as a student with some prior experiences of German and 
some knowledge of Afrikaans. David, a less confident continuer, admitted he hated writing 
but also managed to extend his text convincingly at a different level. Perhaps he drew on the 
salience of his drama experiences to bolster his internal resources and complete this less 
congenial task (Kress, 2004). It is possible too that the photographic trigger in the text also 
helped those students for whom finding something to talk about is a challenge.   
Evaluating written work 
In evaluating this speech bubble task, I remarked in my Journal that learners seemed to 
have difficulty recalling vocabulary but I wrote that “I really liked what they did” (JN, L311). I 
was content with the popular cartoon genre and the simplicity of the task. It was very early in 
the term and the students had not done much written work so far and I used this activity as 
an early formative assessment task (Black & Wiliam, 1998). Bearing in mind the attitudes to 
and capacity for written work described above, this was a non-threatening way to link the 
drama to the writing at a level where learners could all do something, thus building their 
confidence to participate further. The challenge was in the open-ended and, for some, the 
imaginative nature of the task (Alexander, 2010). The students were probably not in the habit 
of developing the content of their work to this degree; ownership is often an unfamiliar 
concept in a beginner language classroom (van Lier, 1996). Because of this, I chose a 
speech bubble which becomes a valid text with only a few words.  
David 
Ich bin traurig und bin 
so heiss. Ich reiche 
(rieche) ein Toiletten 
das ist nicht so gut. 
Dass Schiff ist kleine. 
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This design and evaluation of the task stems, however, from a Bakhtinian (1981) 
model of language as a discursive system, always seated in unpredictable social contexts 
(Gee, 2002). In this model, accuracy is only one criterion in relation to the capacity to 
mushfake comprehensibly across language and cultures. The open-ended task was also a 
reflection of my interest in the engagement of all learners in a class with diverse experience. 
In the face of much antipathy to writing, the short text was only part of the term’s assessment 
and was as much to encourage learners to move from speaking to writing as to assess their 
writing skills. The observing teacher considered the task too easy for learners and felt that 
grammatical errors, such as “mein Bruder” instead of “meinen Bruder” in a direct object 
position, were too frequent (JN L326-327). She probably worked from a more traditional 
model of language assessment. One problem was that we were not comparing like with like; 
the school’s usual assessment tasks left little space for creativity or risk, and consequently 
the focus criteria were at the word and sentence levels of text without reference to the genre 
or discourse levels. The observing teacher was widely experienced and knew that learners 
who were really interested responded to her more graduated entry into open-ended and 
spontaneous interaction; but my challenge was to interest the not-so-interested-students in 
some way. We sometimes found our respective positions difficult to reconcile.  
 I turn now to the final assessment task at the end of Term 2 (Appendix J), a written job 
application. This was a far more challenging written task for learners, as demonstrated by 
the extra scaffolding materials I had to design (JN L997; Appendix K). I draw on the student 
work for this task to illustrate how the group as a whole significantly extended their target 
language writing in role during the project.  
A key written task: Writing a job application 
Towards the end of the second term students were required to produce some more 
extended written work for school assessment. The students were still nominally in their 
family groups, but primarily enrolled as migrants/refugees in a hostel in Berlin in 1961, just 
before the Berlin Wall went up. They needed to find work. A crucial element of the Job 
Application task was its loose connection, via the dramatic theme and plot, to events such as 
war, partition and migration which have left huge traces in the socio-cultural life and 
language of Germany today. Developing knowledge of this field was integral to the linking of 
artefactual cultural knowledge to socio-linguistic practice. Therefore, as the pre-text for Term 
2’s drama in Berlin (Appendix J), the class watched an edited selection of YouTube clips (in 
English) describing divided post-war Berlin. This experience was also crucial to enrolling the 
learners in the new imaginary setting and engaging them as playwrights once more, albeit in 
a more distanced writer role (Eriksson, 2011). Connections to the underlying social issues of 
the drama were again made since the initial job-choosing made space to think about the jobs 
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poor local language skills preclude in any society. This created a living context for the 
persuasive nature of the job application genre. 
I begin by contextualising the task in the unit of work, highlighting the multimodality 
and different distance frames in use in the task sequence (Erikkson, 2010; O’Toole, 1992). I 
then explore the dramatic affordances of role, theme, affect and time for the student work 
(O’Neill, 2006). This is followed by an analysis of the language forms and functions provoked 
by the authenticity of the interpersonal and intercultural connections learners make in role. 
As in the oral role plays (Job Circle and No Food) analysed earlier, the genre plus the 
enrolment guide the learners to choose language which realises the social function of the 
text (persuasion in order to find a job) as far as their beginner status will allow. To conclude 
the section I discuss the opportunity for diverse response provided by the task, in relation to 
the level of personalisation and complexity of language and in relation to learner willingness 
to take risks in the written mode.  
The detailed sequence of learning experiences which eventuated in preparation for the 
job application task can be seen in Table 6.vii below, and in its wider context in Appendix J. 
Nowadays, tensions associated with the arrival and assimilation (Chico, 2012) - or otherwise 
- of migrants are ongoing facts of both German and Australian social life, and language can 
be one of the potential barriers to co-existence. This task sequence (Table 6.vii) brought 
together these situations and learners experienced them within the drama and reflected on 
them from a distance outside it (Eriksson, 2011), drawing on experiential and interpretive 
elements in intercultural language learning (Liddicoat & Scarino, 2013).  Table 6.vii also 
describes the language, mode and distance of each task. For the latter column relating to 
distance, I have combined Eriksson’s (2011) reflections on Heathcote’s distancing work with 
O’Toole’s (1992) definitions of frames in and around the drama to categorise the activities. 
This provides a framework for the discussion of the influence of work in role, on written work 
undertaken ostensibly out of role.   
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Table 6.vii 
Job application learning experiences 
Assessment format: 
A written job application for a specific, chosen job on an application form provided. 
Done individually in a quiet class after feedback on a draft.  
Activity Scaffolding activities Language Mode Distance 
1 Discussion in L1 about possible 
reception in country and possible 
reasons 
English Oral Outside 
dramatic 
frame 
2 Locals provide mixed reception as 
pass through lines of local people and 
disembark down gangplank 
German Oral 
Kinaesthetic 
Graphic 
Ritual 
within 
frame 
3 Stylised “Job Circle” role play; Lone 
student in role goes round circle 
asking for work; students in role as 
employers choose individual response 
(see Section A above) 
German Oral, 
Kinaesthetic 
Ritual 
within 
frame 
4 Migrant hostel warden gives students 
in role a job list and advertisements 
(down-loaded from contemporary 
German sites then teacher adapted 
for 1961). Translate into English. 
Discuss skills needed. 
German, 
English 
German to 
English 
Graphic, 
Oral 
 
Immersed 
in 
dramatic 
frame 
5 Choose jobs which can do without 
high level language 
English Oral 
6 Photograph frozen mime of jobs and 
match photos to necessary skills  
 Kinaesthetic Outside 
dramatic 
frame 
7 Crossword puzzle in TL (clues also) 
for job types 
German Graphic 
8 Discuss generic desirable 
skills/personality traits. Create 
persuasive sentences about self. 
Revisit use of denn and weil 
(because).   
German 
English 
Oral, 
graphic 
Touching 
dramatic 
frame 
9 Sheet of questions relevant to job 
application for students to prepare. 
Give feedback 
German 
English 
Graphic Outside 
frame 
10 Write application in class using 
headings on application form for 
guidance (Appendix J). 
German Graphic Outside 
frame? 
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The varied modes and distances used offered many entry points for learners to 
engage in the writing task. In Activities 2 and 5, for example, learners were immersed in the 
narrative as they welcomed the migrant families and read job advertisements in role. 
Conversely, in Activity 1, they were completely outside the dramatic frame, discussing in 
English how local people might variously respond to the migrants and why.  According to 
O’Toole (1992) and Eriksson (2011), such reflection through discussion can deepen the 
cognitive engagement in the dramatic theme. Nominally, as in Table 6.vii, the Job 
Application task was to be outside the dramatic narrative frame - it is drafted, revised and 
finally done under test conditions as students, not as migrants. As I show below, in the 
event, it seems that the learners were physically outside the frame, but mentally inside it. I 
turn now to examine the use students made of the dramatic elements of role, affect, theme 
and time as TL writing resources.  
Connection to role 
The first noticeable evidence of learners’ connection to role is that, in the space for name on 
the form, 13 out of 21 students wrote their fictional names, despite this being a key 
assessment task in test conditions. Further evidence appeared in the draft versions of the 
application before I gave feedback on the language forms, as Table 6.viii shows.  
Table 6.viii 
Sample sentences from draft job applications (SWJA) 
Kit Ich habe k[l]ein gelt. Ich bin hungrig.  I have no money [Geld]. I am 
hungry.  
 Ali Ich kann tippen auf deutsch I can type in German.  
Lottie 
 
Ich kann gut Essen und Kaffee tragen.  I am good at carrying food 
and coffee.  
Lottie Ich habe[n] keine Auto und einen Bruder 
im Ost-Berlin und eine Vater und ^ 
Schwester im West-Berlin  
I have no car and have a 
brother in East Berlin and a 
father and sister in West 
Berlin.  
 
In Table 6.viii, Kit is trying to tug at heart strings by telling of his poverty and hunger. Ali and 
Lottie both speak of their job specific skills, but both girls have created original sentences by 
integrating a new verb (tippen and tragen) with the recently acquired modal kann. Lottie then 
tells the reader that she has no car but has family in both East and West Berlin. I am not 
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sure whether she is implying that she can work in either sector despite not having a car or 
whether it is an example of “writing all I know to please teacher”, but it is evidence of her 
connection to the dramatic and historical context; by this time the families are divided across 
Berlin for their work and Lottie is able to draw on this imaginary yet historically real situation 
to extend her writing. Even though the task had taken several lessons to prepare and 
involved many less open-ended preparatory activities (See Table 6.vii above) the learners 
are still connected to the drama. As they prepared for the task, I noted in my Journal that the 
idea of the job application, a persuasive genre, was hard to maintain but that learners were 
“engrossed because I’d set the scene” and were “in the story as they write” (JN, L1001). 
They wanted to say, for example, that they needed money for their mother, or that their 
father had been shot (presumably trying to cross the Berlin Wall), but their language limited 
them. These are not necessarily  pragmatically appropriate inclusions for a job application, 
but in the context of the narrative focus on hardship and the learners’ age they were 
intelligent ideas, which I had encouraged, to help their application stand out.  
Much of the work acknowledged the social, political and economic context of the 
interaction which reflected the theme of the drama. It also acknowledged the consequent 
affective dimension of the job situation in relation to the theme of the drama; family to feed, 
limited language, strange land. The enrolment added a personal sense of urgency to the 
need to persuade and therefore, as in prior oral work, affect can again be seen as an 
important link between dramatic engagement and the creation of meaningful language. Once 
more, the dramatic role and setting can be seen as resources “to hand” (Kress, 2004, p. 79) 
for the migrants/students, searching for ways to win a job. Different elements of this past 
work resonated with different learners. Drawing on the narrative and historical contexts, and 
on their first language knowledge of how to persuade, they personalised the text in myriad 
ways (Chapman, 1999). Many learners, such as Claire cited below, who were relatively 
silent in all role plays, now created imaginative applications, grounded in the field, tenor and 
multiple modes of their dramatic experience (Halliday, 1978; Kress, 2004). 
The applications were also grounded across time. O’Neill (1995) sees the flexibility of 
time sequencing as crucial to effective process drama pedagogy. These students’ roles 
spanned the imagined and the real world, and past and present experiences. Jake, for 
example, used his past and present language across two worlds; in Figure 6.v he can be 
seen drawing on his current and past personal lives for content for his application, and on 
language from previous units and the current drama. Through this dialogue, Jake assembles 
some meaningful mushfake, despite many minor errors, shown in purple. 
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Figure 6.v. Extracts from Jake’s job application 
In Figure 6.v, Jake turns an eating preference for roast chicken, probably learnt in primary 
school work on food or likes and dislikes, into a skill suitable for employment. To do this he 
uses his newly acquired modal verb to suggest he can actually cook (machen means make) 
the roast chicken.  The dramatic context means he needs to demonstrate that he can do the 
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job (cook chicken) and apply for the job (in German) now that he is on German soil and 
seeking a job. As Gee (2004) points out, mushfake is a coping skill. Here Jake copes across 
worlds, as a job applicant and as a German learner.  
This sense of narrative past and present referents seemed to encourage learners to 
also combine and manipulate TL from past and present times, in order to narrate the present 
more comprehensively. Their language arises from a personal dialogue between themselves 
and others in the drama and between current and past selves (Bakhtin, 1981). Learners 
realise that they cannot rely only on their most recently drilled language to create new 
utterances – everything in language and life is grist to the meaning making mill. This is 
invaluable knowledge in intercultural situations. Expressing an appreciation of such open-
ended tasks which forced learners to think across time, Anna observed that they make 
learners “use our knowledge that we already had from the class” (SI 3B 110-12). This aligns 
with Swain’s (2005) insistence that repetition of language alone is of little use (2005); 
constant manipulation and generation in new situations is necessary for language retention. 
These job applications indicated that many learners were becoming more accustomed to 
ranging around past L1 and TL experiences to find suitable language with which to make 
meaning (Bakhtin, 1981). This could have been due to various causes: because they now 
had 18 weeks of drama-languages experiences, because they had time and feedback on 
their text, and/or because they felt braver in the written mode. The opportunity to dredge up, 
manipulate and transform language however, is a significant benefit of the drama-languages 
classroom when much other beginner language and language assessment is tightly limited 
to “this term’s work”, largely re-use of teacher-provided language, and therefore does not 
encourage creative mushfake.  
Manipulating language in role 
As in the No Food role play, to complete their job applications, or persuasive text, learners 
drew on forms and functions which do not normally appear in a Grade 8 beginner classroom. 
The internal structure of a persuasive text draws on the notion of cause and effect (Halliday, 
1993), a dynamic of Western narrative very familiar to these particular students. 
Consequently, within the job application texts, the students were influenced by this familiar 
dynamic to use language of promise, intention and consequence. The interpersonal element 
of the enrolment highlighted the need to persuade an employer, which led to students 
explaining and giving reasons for actions and consequent states of affairs. This kind of 
language is a more challenging but more widely applicable skill than the more common 
present tense description and commercial transaction work of the beginner classroom.  
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For example, in another heart string approach, Sarah wrote, “Ich suche ein job so dass 
ich kann helfen meine familie” (I am seeking a job so that I can my family help”) (JA 1/06/09). 
She expressed intention and gave an explanatory reason. Emma wrote that she could do the 
job well because she was talented: “Ich kann den Job gut machen, denn ich bin geschickt” 
(JA 1/06/09). Tom could repair things well because he was well motivated: “Ich kann gut 
repairer denn Ich bin motoviert” (JA 1/06/09). All the students cited here are now 
manipulating language to a greater or lesser extent - assembling language from different 
classroom experiences to explain, link and clarify statements, as when Kit states, “Ich kann 
gut graben denn ich bin stark” (I can dig well  because I am strong) (JA 1/06/09). Lorna 
highlights the consequences of her mother’s death, “Meine Mutter sind tot und meine Vater 
sind (sic) ist traurig” (…my father is sad) and she explains her baking skills: “Ich kann gut 
backen – ist meine hobby” (JA 1/06/09). The presentation of this data aligns it with Crumpler 
and Schneider’s (2002) observations of writers in role, “…in a sense, students composed 
their responses in the same way someone in role composes his or her character…allowing 
them to use their whole being in meaning making” (p. 62). Again, the affective and physical 
being combines with the cognitive. For these students at this point in time, their whole being 
includes their real and imagined selves and their dramatic, multimodal learning experiences. 
For this reason I suggested earlier that learners are mentally still inside the dramatic frame 
while sitting in desks doing the test. 
Drama and diversity  
A further example from the job application also hints at the scope for diverse responses in 
drama-languages tasks. Hamish wrote, “Ich kann gut Englisch sprechen weil ich Australish 
bin” (I can speak good English because I am Australian, JA1/06/09). He produced an 
accurate, complex sentence to make a clever point in his application: he turned the apparent 
disadvantage of his limited German proficiency into one of advantage - he could offer fluent 
English skills to his employer. He skilfully used the tricky conjunction weil (because) to prove 
his claim.  Michael was an absolute beginner, but he had some Afrikaans in his background 
which was assisting him in acquiring German. His work towards the end of the project was 
indicative of the benefit of open-ended dramatic work which provides the space for learners 
to progress at different rates in both oral and written expression. This space does not occur 
so easily if, as is very common, learners are limited to the vocabulary and forms which 
supposedly “belong” in a unit of work for a particular age group and then are tested within 
very tight parameters. For a diverse group of learners, these parameters could lead to 
disillusionment or frustration for many (Black & Wiliam, 1998). 
Finally, to illustrate more thoroughly the combined effect of the dramatic elements and 
multimodal preparation on the writing process, I return to the Raabe family to discuss a 
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complete job application, written by the comparatively quiet Claire. Like most of those 
continuing German from primary school, Claire had initially demonstrated limited confidence 
in using language, especially orally. Here, however, in the text in Table 6.ix, her fluency of 
expression matches her expressive kinaesthetic work in several earlier freeze frames. The 
work shows that she too can take risks and create a coherent text in role.   
In writing her application (Table 6.ix), Claire has remembered many structures but is 
now attempting to manipulate them in different combinations and, as a teacher would 
expect, makes errors, grammatical, syntactical and lexical (Nunan, 2004). Several errors are 
obviously “in transit”; she often fails with a structure in one sentence but succeeds in 
another, as in her use of haben (to have) in Sentences 1 and 5, of kann in 5, 6, and 7 and of 
vollzeitig (full time) in Sentences 6 and 9. Her word order, very different in German, is also 
sometimes awry. This task is designed to allow students to write as much as they can 
appropriate to the genre of the text and Claire was inspired in role to call on all her second 
language resources to do this. She knows the meaning of a range of vocabulary and 
phrases which she combines coherently to make richer meaning. This mushfake only 
seriously misfires in Sentence 3 where only a sympathetic reader could make meaning, and 
the first half of Sentence 9, which is incomprehensible to me. She has manipulated language 
in Sentences 2 (trying to say she has older brothers and sisters), 5, 8 (though the date is 
horrible) and especially 10. The drama-languages activity sequence has prepared Claire to 
write a long, persuasive job application which is full of errors, but largely comprehensible. 
She needs to revise dates and has no conception yet of article and pronoun declensions in 
German; but she has taken risks to transfer her affective need to find work onto paper by 
hypothesising about certain forms in order to contribute more convincingly to the dramatic 
narrative.  
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Table 6.ix 
Job application text (JA Claire, 2009) 
Errors are approximated in translation                               
 ^ shows word omitted.                               (??) shows meaning not clear 
The original was written as one paragraph of text. Translation approximates errors. 
Job: Friseurin (Hairdresser) 
1. Ich bin funfzehn und in meine 
Familie Ich habe zwei Bruders 
und Schwester eine Vater und 
keine Muter.  
2. Mein Familie ist alter und Ich bin 
jung. 
3. Ich ^ gut netzball ^ und  Haare 
schneiden.  
4. Ich bin geboren in Australien funf 
Januar.  
5. Ich bin fleissig, hoflich, geschickt, 
erfahren und freundlich, arbe Ich 
bin kurz.  
 
6. Ich kann gut Haare schneiden 
und Ich habe gut Deutsch 
sprechen.  
7. Ich kann arbeiten vollzeitig 
Montag- Freitag, 8-17.00 Uhr.  
8. Ich kann beginnen sechs im 
Februar.  
9. Meine Famile ist vollzeitig (??) 
und Ich bin motiviert.  
10. Ich kann arbeiten schnell. 
 
1. I am 15 and in my family i have 2 
brothers and sister a father and 
no mother. 
 
2. My family is older and i am 
young.  
3. I good Netball and cutting hair. 
 
4. I was born in Australia five 
January. 
5. I am hard-working, polite, 
capable, experienced and 
friendly but i am short. (sp 
mistake on but) 
6. I can cut hair well and I have 
speak German well.  
 
7. I can work full time Monday to 
Friday, 8-5.  
8. I can begin six in February 
 
9. My family is full time and i am 
motivated. 
10. I can work fast 
 
The evidence of learners’ continuing involvement in two worlds while writing confirms 
Crumpler and Schneider’s (2002) work on the somewhat unexplored benefits of enrolment 
for TL writing tasks. I have suggested that, as in the Job Circle analysis earlier in the 
chapter, the dramatic context, represented in both the genre of the task and in the words and 
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visuals used as resources, made the communication more salient for the learners (Kress, 
2004). Writing in role gave the learners ownership of the interaction and freedom to design it 
in a personal way and at their level of proficiency. It also offered a way into the playwright 
advancing function for students who, according to the oral data presented, were unable or 
reluctant to manipulate the functions and/or the language orally yet. The privacy of the 
written task mitigated the risk of trying something new.  
Conclusions  
For these students it appears that the multimodality of process drama contributed to the 
nature of the language itself and to the nature of the language learning. Drama affirms the 
multimodality of language which is often ignored in the language classroom and goes some 
way to addressing what Stein (2001) refers to as the “hegemony of language, particularly 
written language” in classrooms (p. 95). In response to the question of how process drama 
contributes to student engagement, the multimodality and especially the physicality involved, 
seem to be crucial. 
As in their L1 usage, learners took advantage of synaesthesia (Kress, 1997); modes 
were used simultaneously as when the oral interaction of Nick, Jake and Tom assisted them 
to read the Ship’s List, or when Tom waved the migrant away while uttering words of 
rejection in the Job Circle (Table 6.ii, Turn 11). Learners also employed transduction from 
one mode to another, resorting to gesture when words failed them in the Job Circle. Modes 
were also used asynchronously but complementarily, as for example in the preparation for 
the written Job Application which involved a range of modes, such as miming the jobs, 
reading job advertisements and performing a scripted job centre interview. From learner 
commentary cited it seems possible that this multimodality contributed to a sense of “being 
there” and using purposeful language. This sense of purpose lent salience to the interactive 
tasks as learners imagined themselves into the drama. Then the different modes available 
gave them the power to imagine how to communicate in the specified genre (see Figure 6.ii). 
In speaking about the multimodality of the drama learners focused on the physicality of 
drama. They stated that it broke the boredom of everlastingly sitting and listening, because 
they were impressed by the kind of scaffolding it offered for language recall, use and 
retention. In one learner’s words, they were “having fun while learning at the same time” (FQ 
St 15 Qn d).  
The kinaesthetic mode was also important in relation to the interpersonal aspects of 
the speech. In the Job Circle the shift from ritual to personalised role play indicated an 
affective involvement with the situation; learners rejected my suggestions and took control of 
what one would say “if it were real’ The capacity of the kinaesthetic mode to express the 
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affective dimension of speech lent them space to do this, despite their limited words. 
Students folded arms, turned their backs and laughed cruelly as they rejected the migrant’s 
request. Furthermore, the freeze frames, designed throughout the drama, provided affective 
memories and stimulus for writing, as demonstrated by Tom’s response to the toilet sign.  
The multimodality of drama enabled learners to exercise choice and agency in their 
language work (van Lier, 1996). This agency is evident in the personalisation of the Job 
Application and in the Job Circle where they shifted and controlled the genre and the tone of 
the activity, trading ritual, distanced interaction for colloquial affective speech. It is also 
evident and in the emergence of hybrid speech during the Job Circle where the playground 
discourse once more appears with “Du bist Allein!” (Table 6.iv). Deciding which discourses 
appear in a genre indicates a high level of agency (Gee, 2002; Halliday, 1993) not usually 
associated with beginner language texts. A sense of control of the interaction is also evident 
in learners’ (multimodal) expressions of achievement; Nick and Jake high fiving in the 
reading task (Table 6.v), and Tom proudly asserting  “I wrote an 80 word job application. I 
couldn’t have just done that if I hadn’t learnt all the stuff” (SI 3C L240-246). 
It also demonstrated that the urge to speak encouraged learners to range across their 
language experiences to find language for their Job Applications. Jake’s application was a 
striking case in point, and examples of the same strategy in oral work are cited in Chapter 7. 
This skill is crucial for language practice and retention (Scarino, 2008). It is also integral to 
the heteroglossic nature of authentic language as speakers draw on language past and 
present to create new utterances and utterance banks (Bakhtin, 1981).   
As in the No Food extract, analysed in Chapter 5, the interest in the Job Circle led to 
innovative language by some students and copying of peers by others. Jake also joined the 
verbally innovative group, but many but there were still some students who confined 
themselves to the original “Nein!”. Writing in role afforded a different group of students (for 
example, Anna, Lottie, Claire, Emma, Hamish) a different mode through which to express 
the additional voice they had acquired in role (Bakhtin, 1981; Gee, 2004). Students such as 
David still needed much encouragement to write, but there is evidence that some learners 
were crossing the modal divide in terms of their willingness to participate in hitherto risky 
ways. Stein (2004) observes that learners’ relationships to modes are fluid and can be 
changed in the right circumstances. Tom stated clearly in an interview (SI 3, L182-3) that he 
preferred writing for assessment, but his work cited demonstrates a strong urge to 
participate orally. In the next chapter I explore in more detail the intricacies of planning 
around the elements of drama in order to lead learners gradually into the imaginary space, 
and at the same time give them enough linguistic tools to work out how to participate in it. 
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Chapter 7  
“In the Zone”: 
Constructing a Drama-languages Experience 
In this chapter, I develop the ideas of imagining into and imagining how, illustrated in Figure 
6.ii. I explore how three specific elements of the drama, role, language and tension, worked 
together to engage the learner and create the need, desire and capacity to use the target 
language in an intercultural context. This exploration forms part of the accumulating 
response to several of the subsidiary research questions (Table 1.i): 
 What is the nature of the TL texts produced through or in connection with the 
dramatic narrative? 
 What is the significance of learners’ comments on the drama-languages work as a 
language learning experience? 
 How do the TL and the drama work together to engage learners and to develop 
intercultural language skills? 
 How can task-based learning not replace but become intercultural language 
learning? 
 What is the nature of the teacher’s work in the teaching and learning? 
The data suggest that the interaction between the artistic elements of role and tension on 
one hand and language on the other is finely balanced. Indeed, Dunn and Stinson (2011) 
contend that in the drama-languages classroom, a focus on de-contextualised linguistic 
practice work can lead to neglect of the artistry of the drama. As I show, when interaction 
between the dramatic artistry and language focus is in balance, it creates a co-constructive 
process wherein the drama promotes use of the language and the language moves the 
drama forward. Further analysis and explanation of this interactive process could help clarify 
and address some of the causes of the imbalance highlighted by Dunn and Stinson.  
However, as Dunn and Stinson (2011) also acknowledge, the possibility that artistry 
could be subsumed by unrelated focus on grammatical forms implies that the converse is 
possible; it may be just as easy to privilege the artistry of the drama and neglect to provide 
learners, especially beginner learners, with the language skills they need to apply a range of 
playwright functions. In this chapter, through an examination of the evidence of integrated 
development of language skills, enrolment and tensions, I explore the potential for a teacher 
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to manage the dialogic tension between drama and language work; for balancing on the 
planning seesaw and consequently developing learners’ language knowledge, so that they 
are able to translate their dramatic engagement into words. I also indicate the likelihood of 
some wobbling on the seesaw. 
 
Figure 7.i. Balancing belief in the drama with development of language 
 The data in the chapter have been collected from a series of classroom tasks and activities 
and student commentary on them. The data were chosen to illustrate the way elements of 
dramatic form such as role, tension and language in use, work together with activities which 
focused attention on linguistic form related to the dramatic interaction. They illustrate the 
accumulation and accumulating effect on language participation of belief in role and tension, 
and illustrate the balancing act that is required in this beginner classroom; making meaning 
in the drama is what engages learners, but focus on form is what enables them to make 
meaning.  It should be noted here that the exploration of form focus is limited to linguistic 
structures, such as grammar, syntax, pronunciation, vocabulary, and paralinguistics, with an 
occasional reference to pragmatics. In Chapters 8 and 9, I explore further the possibilities for 
focus on genre and discursive form and more interculturally fruitful reflection.  
The data, which were chosen to represent the various sub-themes of role and tension 
which had emerged from earlier coding, are drawn from tasks and activities in the Term 1 
unit of work (Appendix I) and group stimulated interviews (SI 3A-D).  These tasks and 
activities are listed in Figure 7.ii. Figure 7.ii represents, simultaneously, a sequence of task-
based/focus on form work (Nunan, 2004) and a series of enrolment, experiential and 
reflective process drama activities (O’Toole, 1992). The central list of tasks (1-20) is divided 
Sustained 
belief in 
the drama 
Language 
knowledge 
and skills  
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into sub-sequences by the colours. The purpose of these tasks was largely making meaning 
rather than focusing on specific language forms (Long, 2001). The tasks were largely chosen 
from the process drama repertoire (Neelands & Goode, 2000) and were intended to fulfil 
functions linked to the dramatic theme and elements such as narrative, mood, setting and 
role, and to develop language in context. In terms of the language task and activity types 
discussed in Chapter 3, Tasks 1-20 (Figure 7.ii) were largely semi-contextualised or open-
ended tasks and therefore, as analysis in Chapters 5 and 6 illustrates, they often provided 
opportunities to notice, practise and generate the TL (Joe, Newton & Nation, 1996).  
The episodic nature of process drama also accommodates “time out” from the drama 
to focus on form of various kinds. In the boxes, A-K, the language focus activities are listed. 
They were designed to provide more focused noticing and practice of a basic TL 
grammatical and lexical repertoire in relation to the dramatic context (Loewen, 2011; Long & 
Robinson, 1998). To varying degrees, these activities were repeated at intervals for the 
beginner learners and those who needed more notice and practice time. For example, 
activities A, B, E, F, I, all focus to some extent on first person I have and I am sentences, and 
were recycled throughout this unit. 
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Figure 7.ii. Unit 1 experiences 
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I what follows, I explain the drama-languages balancing act from the teacher and 
learner perspectives. I go on to explore the accumulation of belief in the drama through early 
enrolment tasks and tensions and the concomitant language focus activities. The enrolment 
tasks led to learners adopting roles and building relationships in the drama (O’Toole, 1992) 
and hence acted as an affective stimulus for language use. I focus in particular on pictorial 
data from a task which involved learners expressing role, relationships and tensions initially 
through their bodies (Figure 7.ii, 4, Government Photographs) and which  led directly into 
learners using the new language in the drama for the first time. I then describe how several 
ostensibly language focused tasks such as Activity B (Figure 7.ii), an inside-outside circle 
drill (see Appendix B) to practise self-introduction, often connected learners back into the 
drama through their links to the fictional role.  
To further explore the co-constructive relationship between drama and language as 
learners progress through the term plan, I then examine data from two key tasks from 
experiential phases of the drama, one, the Gossip Mill (Figure 7.ii, 13) from early in Term 1; 
and the other, the Immigration Assessment class role play (20) from the end of the term. It 
was useful to compare these two tasks in terms of learners’ developing language skills and 
my teaching skills as we balanced atop the seesaw. This articulation of the learning process 
based on the co-constructive drama/language nexus could be useful for other practitioners.  
 Having established in theory how the drama and language work can be balanced to 
support the language learning, I examine the importance of different kinds of dramatic 
tension (O’Neill, 1995, 2012; O’Toole, 1992) which, in practice, drove the learners to use the 
TL as they straddled the imagined and the classroom worlds. I go on to adapt O’Toole’s 
(1992) list of dramatic tensions and examine the impact on language of group tensions and 
language tensions which spanned the classroom and fictional space. I draw on the 
Immigration Assessment recording (Video G) and the related stimulated recall interviews (SI 
3A-C) to offer a dialogic analysis of the event and the language in use. In this way the 
participatory aspect of the research is highlighted (Kemmis, 2007; Martin, lisahunter & 
McLaren, 2006), and reflexivity of the study is enhanced (Lather, 1991a) ). Moreover, links to 
theory can be made with more confidence when they emerge from both teacher/researcher 
and student data. 
The drama-languages seesaw 
During the teaching I was continually aware of “The pressure of combining imagination, 
linguistic challenge and interaction” (JN, L168). I therefore contextualise the chapter initially 
by illustrating the challenging nature of balancing on the seesaw between drama and 
language with reference to my journal notes and student comments. In my journal notes, I 
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wrote of the need to combine, “Doing drama” with “Doing German” (JN L172). It seems likely 
that I sometimes saw the planning process as alternate ‘drama’ and ‘language’ phases, a 
seesaw alternately landing on either side, rather than a carefully balanced horizontal. I was 
aware of the need for artistry, and annotated an early language activity as follows; “Omit. 
Need to move to family enrolment so stories can get personal. Nothing at stake yet” 
(Working unit plan, Term 1); but in another journal entry I swung back to a language focus 
with, “Definitely need script tomorrow to synthesise [language] and interact. It will cost me 
the real ‘drama’ but may still work on one level” (JN, L164-5). The use of “cost” indicates my 
early view of the process as a trade-off.  
The learners were also apparently aware of this balancing act. As might be expected 
from the drama literature, they spoke and wrote of their enjoyment of the playful nature of 
the drama strategies, but there were also remarks about the importance of the language 
work. In an early interview, Tom, a beginner, remarked that he felt language was not 
reinforced sufficiently. He told me: 
I think like for the first 5 minutes of the next lesson you should quickly revise it 
again because well like the smell, feel and stuff  ….  I’ve forgotten the second 
week and I remembered it again after we revised it and now I still remember it 
now. (SI 2, L 26-9).  
Tom, as a beginner, appears to be pleading for more opportunities to notice and practise 
elements of the language (Joe, Nation & Newton,1996) - rather than it being rushed for the 
sake of the drama. Despite this early critique, as is demonstrated throughout this thesis, the 
learners’ enthusiasm for the work spanned the whole project. When they commented on the 
pedagogy, they did not report that they only liked the drill games, for example, or they only 
liked the freeze frames. I suggest, therefore, that their engagement can be better 
understood, theorised and planned for once the drama and the language experiences are 
seen as each benefitting from the integration of dramatic and linguistic form. I now explore 
this claim by discussing several key tasks from Term 1. 
Role, tension and language in the enrolment phase 
Enrolment is a crucial phase in the process of the drama (O’Neill, 1995, 2006). As discussed 
in Chapter 3, it is an integral part of dramatic engagement (Bundy, 2003; Dunn, Bundy & 
Stinson, 2012; McLean, 1996) but it proceeds in different ways and at different speeds for 
different participants (Bolton, 1986; Morgan & Saxton, 1987).  As O’Toole (1992) observes, it 
is likely that there will be an element of stereotypical role performance, especially in the early 
stages of enrolment. Bolton (1986) suggests that any role, such as “migrant”, benefits from a 
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secondary dimension; that is, a qualifying dimension, such as ‘migrant who has left home 
and family behind” or “migrant who doesn’t speak the language of the country they land in”. 
This increases the chance that the learners will be able to connect to their role through 
experiences other than migration (Bolton, 1986). However, the plural dimensions of role also 
increase the emotional and linguistic complexity of the performance. Therefore, as O’Neill 
(2012) observed, it is important that the languages teacher allow sufficient time and tasks for 
enrolment in process drama rather than seeing it as interference with language learning.  
The tasks in the Term 1 unit plan which have a primarily enrolling function are 
identified in Table 7.i. These enrolment tasks all had slightly different but cumulative 
purposes relating to what O’Toole (1992) calls the “fictional context” (p. 55). Task 1 
consisted of speculating together about a picture from Tan’s book (2006) (Figure 7.iii). Task 
2 involved the adoption of a new name and age from the Ship’s Passenger List (Appendix 
M). Task 1 and 2 together constituted the drama’s pre-text. Discussing the picture introduced 
the theme of the drama, and choosing a passenger name to adopt was designed to assist 
student enrolment as individuals in the narrative. 
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Table 7.i 
Term 1 enrolment tasks taken from Figure 7.ii 
Task Task description 
1 Imagine who the family in Tan’s illustration is and what is happening 
2 Read Ship’s List 
3 Decide what 4 things you most want to take 
4 Government Photographs 
5 Shoulder tap emotion at time 
8 Imagine what can see, hear, taste and see on the old ship  
9 Freeze frame of family on deck. Imagine and say how you might feel  
11 Find your character in Tan’s illustration of families on deck and sculpt 
body to match 
 
 
 
 
 
 
 
 
 
 
 
 
             
          Figure 7.iii. Pretext (Tan, 2006)               Figure 7.iv. Families on deck 
 
The Government Photographs task (Table 7.i Task 4) enrolled the learners as family units. 
The work involving what one could see on the deck (8) was the students’ enrolment into the 
physicality or setting of the fictional context. Onto the classroom desks and windows, I 
wanted to superimpose an illusion of seawater, gulls, crying children, mouldy decking and 
splinters, to give Tan’s picture a sensual dimension and develop the duality of the setting 
(Bolton, 1986).  
Finally, once on board, I used Tan’s illustration of all the families on the deck (Figure 
7.iv) and asked the students to sculpt their body to match someone in the picture. Mentally, 
this transported their passenger bodies into the setting on the ship. I photographed these 
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sculpted groups and then assembled the photographs to resemble Tan’s picture of the whole 
deck and hung it on the classroom wall (Figure 7.v).  Visually, as in the Government 
Photographs, their individual bodies were again part of the family unit, and now also of the 
passenger group aboard the ship.  
 
 
 
 
 
  
 
Figure 7.v. On board the deck of the Sophie  
Developing a sense of “group identity” within the drama is important at times in the 
drama (O’Toole, 1992, p.160). The passengers were forced migrants and their consequent 
weak position gave them a shared focus during the drama. The departing family framework 
gave learners a solid base for participation; most of them did not know what it felt like to 
migrate, but they all probably knew what a farewell to someone dear entailed (Bolton,1986). 
Moreover, as demonstrated in Chapter 5, the shared and permitted opposition to the 
teacher-in-role/Captain (O’Toole, 1992) gave their enrolment an extra frisson of excitement. 
As a focus task to illustrate the way this enrolment phase is implicated in both dramatic 
work and initial intercultural language development, I have chosen the Government 
Photograph task (Figure 7.ii, 4). Pink (2007) observes that photographs are meaningful data 
and can be used when “appropriate, opportune or enlightening” (p. 6). Here the images are 
useful for evaluating the way the artistry of the task built belief in the roles and relationships 
of the drama, and also for exploring the kinds of tension which were created by the dramatic 
form and by the learners’ photographically recorded response to the form.  
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The Government Photographs  
Before they embarked on board the ship, Sophie, for their forced journey to Germany, the 
families had to pose for the photograph which would go on government files marking them 
as departed, unwanted aliens. I devised this activity for three main reasons. Firstly, it was an 
opportunity to cement the students’ enrolment in family groups, physically and visually. I 
wanted to develop the relationships within the family so that they each had reasons to 
respond and act in different ways in the fiction. Secondly, these relationships would give 
them a reason and narrative content for their TL speech – something to say. Thirdly, the 
photographs could allow the beginner learners to practise being playwrights at the same 
level as the continuers; they could use their bodies and faces to communicate, initially 
without the need for target language (Kao & O’Neill, 1998). I now examine the evidence for a 
growing connection to the drama in some of the government photographs.  
Use of role  
In this group of four (Figure 7.vi) the only 
continuing German student is Kate, back 
left, as Kit was absent. Hamish, Ben and 
Emma had been learning German for only 
4-5 weeks, although Hamish had some 
familiarity with Afrikaans. They all took 
advantage of the opportunity to ease into 
the imagined world by using familiar 
kinaesthetic expression. For example, Ben, 
front right, used the traditional Australian 
school photograph male pose - fists tightly 
clenched on knees.  Through this gesture he communicated his understanding that, in the 
context of the imagined world he inhabited through the drama, this photograph, like school 
photographs, was official and its purpose is archival and serious rather than domestic and 
relaxed. Hamish, back right, stood very tall, chin slightly lifted, unsmiling, using his upper 
body and face to acknowledge the discussion we had about the family roles in this situation 
in times past. This father was the head of the household, responsible for the family’s 
fortunes and Hamish shouldered that responsibility in his stance.  
Figure 7.vi. Familie Heinrich 
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The two members of Familie Meyer (Figure 
7.vii) also reflect past experience in their response 
to the genre of the photograph. Both girls appear 
very focused, standing “all of a piece” in the face of 
the camera and the unknown world. Louise, who 
chose to enrol as the father3, is, like Hamish in 
Figure 7.v, defiant in her upright stance, 
suppressing physical expressions of emotion, not 
cuddling the young child. There is a striking visual 
juxtaposition between this stiff upper lip and the 
tiny, curved figure, etched into one side of her. 
Hannah, in role as a 3 year old girl adopted a 
stereotypical ‘thumb in mouth’ pose to convey her 
age, but, combined with her wide-eyed expression 
and clinging posture, it also conveys a vulnerability 
and anxiety which demonstrates her enrolment in the departure scene and her belief in the 
narrative. 
In the photographs the learners draw on both socially and individually derived 
communicative experiences to respond and, “Inscribed on the students’ bodies are their 
feelings, thinking and cultures” (Tam, 2010, p. 10). O’Toole (1992) acknowledges that even 
a stereotypical level of enrolment, such as suggested here by the child’s thumb and the stern 
fathers, is an indication of some commitment to the drama, of thinking about how it might be. 
It is also probably a reflection of the unfamiliarity of the activity; students are only just 
adopting the narrative and expressive aspects of the work and therefore often still rely on 
familiar connections to traditional cultural narratives. This is where opportunities to explore 
their own culture-language connections can arise.  
However, there is also evidence in the photographs of learners responding to 
encouragement to extend their ideas. For example, when I realised during the preparation 
what a repetitive set of pictures of tentative and stereotypical poses I was about to take 
(Fleming, 2003),  I asked the students to consider how people’s reactions might differ, 
especially with age. This discussion is reflected in Figure 7.viii where members of the Raabe 
family displayed very different attitudes. Similarly, my comments to the class about space 
and posture being part of how we communicate and represent ourselves are reflected in 
Figure 7.vii in the contrast between Hannah and Louise’s extreme physical proximity to each 
                                               
3
 The missing student here was Jenny, another beginner German learner, who had enrolled as the mother.  
Figure 7.vii. Familie Meyer 
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other, Hannah’s curled body against Louise’s ramrod 
stance and expressionless gaze; the adult is more 
able to hide feelings to perform for the camera.  
Although O’Toole (1993) sees stereotypes as a way 
into role for students, the signs of differentiation in the 
images presented here confirm research encouraging 
the teacher to try and deepen the belief by challenging 
unimaginative responses and by supporting those new 
to physical classroom work (Bolton, 1986).  
Part of this teaching task is to develop a sense of 
tension across the two worlds the students are 
inhabiting (O’Neill, 2006). I now draw on the different 
definitions of tension discussed in Chapter 3 to 
suggest that this task was a key episode in the term not just for the development of role, but 
also for developing tension and, eventually, language.  
Use of tension 
As O’Toole (1993) observes, the tension of intimacy is rarely used in a classroom setting, 
even in drama. Here, however, there is a subtle intimacy in the visual aesthetic of the 
photographs. We had discussed the way the photograph would need to follow official 
conventions, but that students could try and convey their antipathy to the whole expulsion 
policy by managing to show their feelings within the constraints of this photographic genre. 
Admittedly the Raabe family (Figure 7.viii), in conveying the greatest range of emotional 
expression, produced the least appropriate government archive; but there is a visual tension 
in the contrast between the girls’ restraint and the boys’ exuberance which adds to the 
richness of the playwright communication. Emotional tension is similarly apparent in the 
Meyer family pose in Figure 7.vii and in Ben’s and Hamish’s stance in Figure 7.vi where 
there is a hint of a “brave face”.  In Figure 7.vii, the juxtaposition of the cool father and the 
warm, curled child stuck to his side creates an affective tension as it reveals Louise as the 
father of this vulnerable child and as the brave, unemotional male facing the unknown. The 
viewer is allowed an intimate glimpse of both, and the aesthetic impact is made through the 
layering of relationships between photographer, father, child and viewer. The artistic 
complexity emerges from the students’ involvement as creators of the images, performers of 
the physical representations, expressers of emotion and of relationships and viewers of the 
images; in Dewey’s (1934) terms, engagement arises from the merging of all roles. 
Figure 7.viii. Familie Raabe 
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The tension of mystery or suspense (O’Toole, 1992) also underlies the images in 
Figures 7.vi-viii. There is an element of tension in the anticipation of things to come, 
expressed in the chosen emotions of apprehension (Figure 7.vi & vii), resentment (Figure 
7.viii), stoicism (Figure 7.vi and 7.vii) and excitement (Figure 7.viii). The freeze frame and 
photographing activity probably served as a “retarding” device by delaying the next 
anticipated critical event in the narrative (O’Neill, 2012) - in this case, embarking on the ship. 
As O’Neill observed, slowing down the story increases the tension of suspense and hence 
the engagement in the drama. This retardation technique can deepen belief because the 
reflective element inherent in this kind of activity - and demonstrated in these photographs - 
means that a point in time can be more deeply explored and the affective aspects of the 
dramatic theme can be brought to the fore (O’Toole, 1992).  
Figures 7.vi-viii also reflect the tension of metaxis, the spanning of two worlds at once 
(O’Toole, 1992).  It is possible to see the apparent intrusion of the real world experiences, 
such as the fists on knees and the matey arms round each other, not just as stereotypical 
responses (Fleming, 2003), but as evidence that the learners are actually making personal 
connections to the drama and instinctively expressing them in familiar ways. This could be 
physical mushfake at work; the students use what they can to communicate in the mode 
required, in the genre which the narrative demands. Their lived experience of loss and 
danger is, in this class, likely to be limited; it is a fine line between taking learners on an 
inspiring journey of discovery and just daunting them with unfamiliar roles and events 
(O’Toole, 1992). In this task, the mundane seems to become a productive model for the 
untoward, as Bolton (1986) recommends. For example, participants used their experience of 
school photographs as a model for a photograph for racist government records; Nick and 
Jake’s primary school friendship helped tie them together in a response to the unknowable 
journey ahead; it possibly also made them bold enough to express a different emotion from 
that expressed by the other learners. Their Family Raabe photograph (Figure 7.viii), with the 
three boys physically linked together, spans two worlds in another way. Alongside evidence 
from the reading of the Ship’s List (Video A), analysed in Chapter 6,  and from the 
Immigration Assessment data later in this chapter, this photograph of them in the fictional 
world serves to mirror the gradual admission of Tom to their friendship group in the real 
setting. It is the dual fictional/classroom space which provides these opportunities for 
heteroglossic references in communication (Bakhtin, 1981); for a richer representation of self 
(Gee, 2004). 
Perhaps the learners did feel they had something at stake during this task. They 
participated with conviction by using their bodies to enrol as a related family group and to 
develop the narrative through their emotional expression. Yet they also responded to the 
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official genre, which forced the emotion to be somewhat masked for the photograph, and to 
the genre of this freeze frame strategy, which is a “highly selective, economical and 
controlled form of expression” (O’Neill, 2006, p. 93). It is also possible that a more 
aesthetically charged response was provoked from some observing learners by the 
satisfying visual compositions and the different interpretations of the same event; this could 
have complexified their understanding of the event (O’Neill, 2006). Watching other 
performed narratives is a more distanced activity than being immersed in one’s own, and the 
experience of both can add to perspectives on an event (Eriksson, 2011). For the majority of 
the 18 week project, similar freeze frame activities were a significant part of the process 
drama, because - and even though - they required no TL, they helped deepen the tensions 
of role, relationship and plot and link them to TL use. Students confirmed this claim in the 
final questionnaire responses (Table 7.ii).  
Table 7.ii 
Student response to freeze frame work (FQ) 
How much did the freeze 
frames:  
Qn f.  Help you learn 
some German language? 
Qn g. Motivate you, made 
you want to participate in 
lessons? 
5. Helped me a lot 
4. Helped me a little 
3. Not sure if it helped 
2. Don’t think it helped 
1. Definitely didn’t help 
me 
Xxx xxxxxxxxxxx 
xxxxxxxxxxx xxxxx 
Xxx x 
Xx xx 
  
n=20 
 
According to Table 7.ii, 14 students were confident that the frames helped their language 
acquisition to a small or greater extent and this response is in line with the students’ general 
appreciation of the connection of bodies to learning, discussed in Chapter 6. However, the 
greatest level of appreciation (16 students) was for the frames as a means to engage the 
learners in the lesson, which may indicate that the focused connection to the drama made 
the experience more serious and believable. The task also had a practical benefit for me; it 
provoked me to use my limited drama skills to think about and suggest ways learners could 
communicate in more detail and heighten the tension in the image. However, I commented 
in my journal that I missed a chance for learners to make connections between emotion, 
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face and body, “I just told them” (L56-7), rather than drawing out ideas from them on how we 
use our bodies as language. As Dunn and Stinson (2011) point out, facilitating process 
drama involves a steep learning curve. 
Use of language 
I have analysed the photographs as embodied expression of the affective impact of the 
families’ departure. This embodiment led directly into the learners’ first public use of the TL 
in role. We had noticed (Joe, Nation & Newton, 1996) some vocabulary for expressing 
emotion when I asked learners how they felt as they left Australia. They replied in English 
and we made a list of the German equivalents, for example, aufgeregt, deprimiert, traurig 
(excited, depressed, sad). This was then practised in various drills intermittently (e.g. Figure 
7.ii D).  During the photograph task, the doing of the photograph provided a springboard for 
speaking as learners responded to a tap on the shoulder using these words or a longer 
phrase in German, describing their feeling at the time (O’Neill, 1995). In earlier enrolment 
tasks such as reading the Ship’s List (Figure 7.ii, 2), participants were still very much aware 
of the context of the classroom setting and of the dramatic medium they were being initiated 
into (O’Toole, 1992). Gradually, however, the line had blurred and tasks such as these 
photographs fulfilled more than an enrolment purpose, dramatically and linguistically. When I 
went on to use photographs to stimulate early reading and writing tasks, such as the speech 
bubble task referred to in Chapter 6, the connection from the drama to the language work 
became even more apparent. This early freeze frame enrolment task, therefore, scaffolded 
learners’ noticing, practising and generating of the TL in an intercultural context in multiple 
ways.  
Balancing the seesaw 
However, if the linguistically focused activities A-K (Figure 7.ii) are explored further, it 
becomes apparent that there is a two way circuit in the unit of work; by verbalising their 
response to the dramatic event in the TL learners also advanced the dramatic narrative. For 
example, there is a co-constructive effect in the relay activity (Figure 7.ii, J). In this hybrid 
team game, where tunnel ball meets Chinese whisper, learners have to race to whisper a 
message down the line to the front member of their team who then writes the sentence on 
the board. In this activity the sentence is a focus on verb conjugations as students had to 
use a verb of seeing, touching, tasting or hearing to describe the ship. Drama provided the 
world in which these descriptions seem reasonable to learners. The words themselves, 
practised and learnt in a playful way, reinforced both learners’ knowledge and accurate 
spelling of verb and pronoun forms and created a tangible, sensual image of the dramatic 
setting. 
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 Similarly, the Inside Outside circle strategy (Figure 7.ii, B) was performed on two 
levels. In this activity, students faced each other in two circles and each person asked a 
question of the person they faced. On one level, it was a decontexualised drill of self-
describing questions and answer sentences such as “How old are you?” “I am 19”. On 
another level, this activity was contextualised as a sharing of genuinely new information 
(names in role) through which the learners were building a shared belief in their new 
dramatic role and identity. The language skills were being accumulated as the dramatic 
world was becoming more meaningful. Nowhere in their feedback did learners distinguish 
between drama tasks which they enjoyed and language form focus activates which they did 
not. It seems that if an experience is even loosely connected to the drama, it is validated in 
students’ eyes. This integration of language form focus with authentic meaning is in contrast 
to the study of somewhat detached grammar forms in the drama-languages classroom, 
noted by Dunn and Stinson (2011). The student engagement  also confirms that intercultural 
language tasks, whether meaning or form focused,  should connect very closely (here 
through the drama)  to reality beyond the classroom. The next section of analysis 
demonstrates this claim very clearly.  
Co-construction in action 
Once they were on board the ship, the learners were apparently enjoying the new roles and 
relationships. Consequently, it was important to take advantage of their developing belief in 
the imaginary roles by providing more complex TL tasks in this fictional setting. The 
motivating tension of the plot was developed largely through experiential drama tasks which 
provide opportunity for the “animating current” of the playwright functions (O’Neill, 1995, p. 
148). This tension of plot was internal to the core narrative of the fictional context (O’Toole, 
1992) and was set against the subsidiary tension of the context of the setting - the classroom 
space with its bells, tests, homework and desks.  Together the fictional plot and the 
classroom setting developed the two world tension of metaxis (O’Toole, 1992). I now draw 
on data from two of the experiential tasks, the Gossip Mill (Figure 7.ii, 13) and the 
Immigration Assessment (20). I show that the slow development of different dramatic 
tensions, which O’Neill (2012; 2006) advocates, and the accumulating language focus and 
practice tasks, continued to work together over time to build learner skills and confidence in 
using the language spontaneously within the drama.  
Gossip Mill on board the Sophie  
I knew that the drama was going to demand more spontaneous spoken interaction than was 
usual in the beginner language classroom. As noted in Chapter 3, it was one reason I 
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wanted to experiment with the process drama pedagogy. This Gossip Mill therefore was a 
first attempt at encouraging such spontaneity. Although more limited in scope than a gossip 
mill undertaken in a first language (Neelands & Goode, 2000), the early morning chat 
amongst passengers on the deck (Figure 7.ii, 13) can still be seen as an experiential drama 
task and an open-ended language task, as well as language practice.  It was intended to 
drive the narrative forwards, albeit in first gear, as passengers greeted and gossiped with 
their fellows, and, although much rehearsal of set self-descriptions had been undertaken, the 
choice of which to use with whom, in situ, was open. It was not an unmitigated success, as I 
show below, but the recorded data illustrates what was probably an inevitably shaky stage in 
the development of learner speech and confidence during the project. I chose to use the 
gossip mill strategy where passengers chatted with each other on the deck for several 
reasons: 
 It was individual work but learners could choose who they spoke to and very few 
others would notice the interaction, thus reducing the public nature of the speech 
and risk of embarrassment. Moreover, they could use as much or as little 
language as they felt able;  
 I could be in role as Captain and therefore monitor and scaffold their work; 
 The potential language was simple question and answer (Where do you come 
from? I come from....) or description and affirmation work (The ship is dirty. Yes it 
is. The toilets stink.) - useful practice in the context of what they had just learnt or 
revised (Joe, Nation & Newton,1996);  
 Also, chatting to fellow passengers, especially introducing oneself and 
complaining about the ship, could be seen as authentic gossipy discourse in the 
fictional context.  
I had warned the students that the Captain would police the deck to check everyone 
was speaking German, and in my journal I noted their preparation for the task was 
“surprisingly serious” (JN, L293). Even Chris, who was the only student who found 
increasing rather than decreasing difficulty in using the TL through the project, asked, “This 
is Morgen + this is brother so can I say Morgen der Bruder?” (L294, JN). Once engaged in 
the Gossip Mill, students used varying amounts of target language and did take the chance 
to practise simple, recently acquired and remembered language. Different students on the 
recording (Video D) re-used recently acquired descriptive language, such as: “Ich bin traurig” 
(I am sad) (L13); “Ich bin gluecklich” (I am happy) (L15); “Ich bin boese” (I am angry) (L17); 
and also common forms of greetings, as in: “””Morgen! (Morning!) (L48); Wie geht es dir?” 
(How are you?) (L 49); “Ich heisse Kristina” (I’m called Kristina) (L22);  
Ich heisse Maragreta” (L23). As I intended, they were using the scene to practise specific 
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language, contextualised by the dramatic narrative and authenticated by their established 
enrolment as migrant passengers. Sometimes their memory fails them and I used my 
enrolment as Captain to loosely mask feedback and correction as conversation. Often they 
were standing around looking embarrassed until I passed by, galvanising them into a brief 
exchange. Here I am helping James, a keen oral participant, limited by a disinclination to 
ever do learning homework.  
James: (inaudible)… riechet (smells) (holding his nose)  
T/r: Das Schiff riecht? 
James: Das Schiff riecht. (Video D, L38-40) 
He added to the credibility and comprehensibility of his weak language by waving his hand in 
front of his nose, and he accepted the help I offered. The wandering in role was a good 
opportunity to guage the state of individual learners’ needs whilst providing correction in a 
non-threatening way, but I wrote ruefully that keeping in role was difficult, that I “kept 
becoming a teacher” (JN, L306). This is indicative of my limitations as a drama teacher but 
alternatively, perhaps I needed to realise that, at this stage of the drama and language 
learning, it was necessary that this role dominated; I just needed to handle both roles, a task 
I managed with more success later in the No Food role play, analysed in Chapter 5. 
At the beginning of the Gossip Mill, Tom had produced a convincing piece of mushfake 
for a beginner, reporting “Ich kann sehen traurig Leute.” (I can sad people see) (L6). In 
contrast to Nick and Max’s struggle to complete a sentence, the complexity of Tom’s modal 
verb combined with an adjective qualifying the noun was impressive. This indicated the 
usefulness of the open-ended nature of this task in combination with my presence in role. As 
I had hoped, the task had provided students the chance to use as much or as little language 
as they were able. It afforded both Chris and Tom the chance to transform language to make 
new utterances (Bakhtin, 1981) and provided James and Nick with scaffolding to re-notice 
language (Joe, Newton & Nation, 1996).  
Evidence that learners availed themselves of the discursive potential of the activity 
was less convincing. Occasionally the discursive nature of the task did stimulate them to 
enrich the performance using the advancing playwright function (Dunn, 2011). For example, 
Nick was miming sickness so I asked him: 
T/r: Krank, bist du? (Sick, are you?) 
Nick: Krank? (Sick?) 
T/r: Ja, da (pointing to imaginary siderail) – nicht auf dem Schiff!  (Yes, there. 
Not on the ship.) 
Nick: (Turns to ‘vomit’ over side) (L44-47) 
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Thereafter krank entered the class repertoire, such as Tom’s use of it in the No Food role 
play. The power of the kinaesthetic to enliven the narrative discourse and the setting is also 
apparent in Hamish’s persistent star jumps, presumably getting his early morning deck 
exercise. A final example of a more discursive, though comedic approach was engineered 
by Kit and performed by Tom.: “You four like Toiletten ….you riechen… you riechen like 
Scheisse!” (You four are like toilets. You stink you stink like shit) (L20). I only discovered this 
statement when I viewed the recording, but similar remarks in similar vein were addressed to 
me: 
Tom: Ich heisse// (I’m called) 
Kit: (correcting Tom) Ich habe. (I have) 
Tom: Ich habe Scheisse-kopf (laughter). What’s that mean (to T/r)? He’s the 
one that said it (pointing to Kit) 
T/r: (sternly in role) Wenn er so spricht dann wird er nicht willkommen in 
Deutschland [sein]. Das ist schlechte Sprache (vigorous thumbs down; much 
laughter). Das macht man nicht; das ist nicht hoeflich, ja? Er .. (Captain leads 
Kit away) …da. . (If he speaks in that way he won’t be welcome in Germany. 
That’s bad language. You don’t do that. It’s not polite, right? There!) (Kit is 
very temporarily committed to isolation below deck). (L28-34). 
As in earlier discussion (Chapters 5 and 6) the students are stretching the dramatic frame to 
breaking point by using the mask of the role to subvert the classroom rules on swearing 
(Voss Price, 1998). Theoretically, young children aboard a ship could well indulge in such 
baiting, and it was I who had introduced the element of stinking toilets. In my experience, in 
all primary and adolescent German classes, at some stage someone inevitably tries this 
word, Scheisse, in the teacher’s hearing. It seems to me that here, at least, it is having an 
airing in an authentic context and for a believable purpose, even if it is also a double-voiced 
try-on (Bakhtin, 1981). Moreover, my role as Captain allowed me to sound extremely stern 
and (mildly) discipline Kit under ship’s rules; little face was lost, they all laughed warmly, yet 
they were left in no doubt that some class rules also applied in the imaginary world. 
Culturally, they had learnt that such words were swearing in German as well as English; that 
such language stretches the frame in many interactive contexts.  
The learners’ limited language placed parameters around my aims to develop a 
discursive space for the interaction, but they are perhaps to some extent inevitable at this 
early stage. These parameters were beautifully highlighted by Nick in mid activity. With 
regard to the conversation about seeing the birds, above, he asked, “Are they lunatics?” I 
asked what he meant and he explained, “You wouldn’t walk around the ship saying, I see the 
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birds.”(JN, L287); he has noted the pragmatic insufficiency of the utterance. I was a bit 
flabbergasted by his insight, and maybe his gall, but replied that it was partially a vocabulary 
drill style activity, but that they did actually have the language to say, more authentically, 
“The waves are very big. I am worried” (L288). He seemed satisfied.  
At this early stage, the question of how we get students to use their existing language 
as authentically as possible – to mushfake grammatically and pragmatically – had already 
arisen. But the exchange does highlight the trade-off between participation through 
mushfake, grammatical accuracy and a pragmatically authentic utterance in any beginner 
interaction. As Dervin and Liddicoat (2013) note, pragmatics are a rich source of intercultural 
language learning and too long neglected. But, as I have shown, pushing mushfake is 
almost always a rich source of engagement and sometimes of pragmatic (Let’s eat the 
Captain!) and grammatical (Ich kann sehen traurig Leute) hypothesising. With beginners the 
answer perhaps is that all dimensions are important but cannot be expected to function well 
all at the same time with beginners. It is the gaps which provide the food for reflection on the 
work and the evidence for learners that agency, grammatical accuracy and a sense of 
genre/addressee all need to be considered by the intercultural language speaker; as 
Halliday (1978) observes, they all come together in the moment. From here the learners can 
move to consider the ways their moment might differ from, or be similar to that of the 
addressee.   
In fact, with hindsight, there were missed opportunities with the Gossip Mill because I 
did not exploit fully the potential for reflection on language use such as Willis and Willis 
(2007) advocate in a task cycle. In terms of the pragmatic element, the task could have been 
more effective if I had found time to discuss afterwards what was and could have been said, 
and how this related, for example, to chatting to strangers in the face to face oral mode. 
Forms such as “I am worried that” could have been introduced for some learners. In the 
Gossip Mill, Tom and Kit showed evidence of having picked up on the need for a colloquial 
dimension to the interaction through their in-role comedic attempts (Dunn, 2011). Nick 
showed his understanding in a more distanced comment, stepping out of the dramatic frame 
and addressing me as the teacher. We could have used both those interactions as 
discussion points after the activity to develop learners’ meta-linguistic knowledge (Nunan, 
2004), using the context of the dramatic setting and relationships. We could have collected a 
series of useful ploys and gossipy phrases, such as “Do you know…” or “Isn’t it disgraceful 
that….” to use in another informal conversation scenario, a follow-on technique Marshke 
(2004) obviously used in her drama-languages work. Since process drama is an episodic, 
somewhat fragmented form, there is no reason why such specific reflections cannot occur 
more often, outside but connected to the dramatic frame. 
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Also with hindsight, it is apparent that this Gossip Mill could perhaps have worked 
better in a language practice sense for more students. I perhaps left the language choice too 
open for some learners at this early stage (Skehan, 1998) and a requirement that students 
deliver one descriptive comment, one greeting and something of their choice would have 
focused their language preparation more. To learners unused to freedom in language 
learning this could be a useful bridge. At this stage they were often very self-conscious and, 
in terms of task complexity, up against the relative unfamiliarity of this unprepared oral task 
(Nunan, 1999) in a fictional world. In this activity they were still very aware of the camera (for 
example, Imogen made a face as it approached her, Sam blocked it with his hand) and 
unused to plucking language out of the air to make an interaction. But maybe the first such 
activity always had to be a bit of a schemozzle. The learners’ improved sense of genre in the 
No Food role play (Chapter 5) and in the Immigration Assessment task, presented below, 
suggests that they did gradually ease themselves into responding to the field and tenor of 
the discourse (Halliday, 1978). 
A final improvement to this task could have eventuated if a greater narrative tension 
had added extra engagement and sense of purpose to the role play. The Gossip Mill task 
was neutral in terms of power relations and functional stakes (Gee, 2004); all participants 
were equally powerless passengers taking a potentially miserable voyage, and the function 
of the task was to get to know other passengers in role. In other words, the tension in this 
task was undermined across both worlds; in the classroom context the functional tension of 
introduction was undermined by students’ familiarity with each other after several lessons 
together, and in the fictional world by the lack of urgent narrative need to exchange any 
information. The following data demonstrates the effects of a later experiential task imbued 
with much more tension, dramatic and linguistic. 
Immigration Assessment task 
The Immigration Assessment task (Figure 7.ii, 20) was both a dramatic experiential task and 
a key language assessment task for the term. This dual function made it a somewhat 
unusual summative assessment task, but as I have described elsewhere (Rothwell, 2012), it 
followed assessment-for-learning principles (Black & Wiliam, 1998) which privilege 
scaffolded, open-ended assessment tasks which are deeply embedded in day to day 
classroom activity. The task allowed learners to develop their language through use in the 
drama, and therefore contributed to the accumulating, co-constructive nature of the drama-
languages work. The analysis of this task is particularly significant to the thesis as a whole 
for several reasons.  
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The student response to it on the Final Questionnaire was overwhelmingly positive in 
terms of its dramatic and linguistic effects (Table 7.iii). Seventeen of twenty respondents 
commented that the Immigration Assessment task had helped their language learning a lot 
and the rest thought it helped a little; this evaluation aligns with student interview feedback, 
cited below, that the task was linguistically effective. It also deeply engaged two thirds of the 
class, and as data below suggest, it is probable that the alienating factor indicated in the few 
less enthusiastic responses to Question g (Table 7.iii), was the tension of the task as a 
school assessment rather than the dramatic mode. Analysis of this task is also significant 
because the assessment nature of the task had important repercussions for a consideration 
of the function played by tension in the evolving dramatic experience. 
Table 7.iii 
Student response to Immigration Assessment task 
How much did the interviews to get through immigration… 
 …help you learn some 
German language? 
(Question f.) 
…motivate you, made 
you want to participate in 
lessons? (Question g.) 
5.Helped me a lot 
4.Helped me a little 
3.Not sure if it helped 
2. 2.Don’t think it helped 
1. 1.Definitely didn’t help me 
xxxxxxxxxxxxxxxxx (17) xxxxxxxxxxxxx (13) 
xxx (3) xxx (3) 
 xx 
 xx 
  
n=20  
 
The student stimulated recall commentary (SI 3A-D) on the Immigration Assessment 
experience, provided useful insight into student articulation of their engagement and learner-
centred planning for a drama-languages learning experience. I briefly demonstrate the 
importance of the language focus activities discussed above to students’ capacity to 
contribute to the Immigration Assessment narrative. Then I discuss the significance to the 
co-constructive process of different kinds of tension apparent in the interaction. I also note 
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that, unless some language knowledge has been developed, the students have insufficient 
TL means to express or respond to these tensions. 
This group/class role play was planned specifically to crank up the dramatic tension 
and provoke connections to the theme of the drama, What is it like to leave your homeland 
for ever and live in a new country using a new language? When they landed in Germany, 
learners were to undertake family interviews at Customs and Immigration to ascertain that 
they were who they said they were and that they could speak German. The task required 
richly contextualised use of language in a spontaneous oral situation where learners could 
work at different levels (Black & Wiliam, 1998). It was therefore a suitable language 
assessment task at the end of first term. It allowed learners to re-use, manipulate and/or 
transform language, using TL collected from across their prior learning experiences. 
However, the task was also an integral part of the drama and was designed to provide a rite 
of passage climax which moved the context of the drama from the ship at a time unspecified 
to the German shore in 1961, in preparation for the Term 2 unit.  
Language focus tasks and co-construction  
The first data extract from the video recording (Table 4.ii, Video G) demonstrates the 
importance of having experienced the language focus to participation in a spontaneous 
dramatic interaction. In the Immigration Assessment task the migrant passengers were 
ready to disembark in Germany and had to satisfy the German Immigration Officials that 
they spoke German in order to enter Germany, or wander the high seas indefinitely. All the 
students had to speak to “pass” and all the migrants had to speak to “pass through”. The 
Familie Heinrich (Table 7.iv) had five students in role, Kate, Emma, Hamish, Kit and Ben. 
Emma, Hamish and Ben were all absolute beginners (definition Table 4.ii). 
This group had earlier watched Tom in the Raabe family temporarily struggle with the 
weather question (VG, L288). Therefore, the speedy and full response given in Table 7.iv at 
Turns 4 and 6 indicated that the Heinrich Family had been listening carefully too. It also 
demonstrated re-use (T4), manipulation (T6) and transformation (T8) of language focused 
on in previous activities as defined in Chapter 5. At Line 4, Kit chanted his response, quoting 
verbatim from the weather soundscape (Figure 7.ii, 15; Appendix N)). Kate, however, made 
a more specific choice from the language she had accumulated (Halliday & Mattheissen, 
1999) to reply appropriately to my question “Was the weather always bad?” with “The sun 
shines” (T6). She went on to expand her response, unprovoked by me; she introduced a 
word Morgen, familiar from regular use in Guten Morgen, but extricated from that mindless 
phrase and manipulated to add meaning here. Finally, even though I had in effect closed the 
conversation with “Gut”, Kate also told me it was very windy (T10).   
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The learners’ efforts here can, therefore, be seen as reference back to the noticing and 
practice tasks undertaken earlier in the unit. Scarino (2008) states that “blending and inter-
relating of the whole language repertoire” (para 05.8) is the aim of languages education. In 
interview and questionnaire responses, some learners expressed their appreciation of this 
need to range across everything they had learnt to find a quick response. One questionnaire 
response was “We had to think on the spot” (FQ 8c).   
Table 7.iv 
Family Heinrich Immigration Assessment A (Video G) 
In Turn1, I was referring to the students sitting beside me as assistant Immigration Officers 
(S/IO). They had a list of familiar questions written down to choose from since I thought 
spontaneity in their own “family” interviews was a big enough demand for this experimental 
exercise. 
Turn Speech Translation 
1 
 
 
2 
 
 
3 
 
 
4 
 
 
5 
 
 
6 
 
7 
 
8 
 
9 
 
 
10 
 
11 
 
 
T/IO: Habt ihr ein Frage bitte? (to S/IOs) 
Eine Frage? 
 
S/IO: Wie war das Wetter auf dem Schiff? 
 
 
T /IO: Wie war das Wetter auf dem Schiff? 
 
 
Kit: Es donnert, es blitzt, es regnet in 
Stroemen!. 
 
T /IO: Okay, es donnert und blitzt. War das 
immer…war das Wetter immer schlecht? 
 
Kate: Um…der Sonne scheint. 
 
T /IO: Die Sonne scheint auch, ja? 
 
Kate: In Morgen. 
 
T /IO Am Morgen [schien] die Sonne, Ja? 
Gut. 
 
Kate: Und es (inaudible) windig. 
 
T /IO: Und sehr windig; ok, es war sehr 
windig.  
Have you got a question? A question? 
 
 
What was the weather like on the 
ship?  
 
What was the weather like on the 
ship?  
 
It thunders, it lightens, it rained, it (?) 
 
 
Ok It thunders and lightens. Was it 
always...was the weather always bad? 
 
Um...the sun shines 
 
The sun shines too? 
 
In the morning 
 
The sun shone in the morning. Yes? 
Good. 
 
Very windy 
 
Very windy. Ok It was very windy. 
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Anna described the task as, “An interview thing where … you kind of had to think back 
and use our knowledge that we already had from class” (SI 3B, 2009). As she stated, in this 
task, to participate in the drama, learners have to draw on language from a range of prior 
activities – to think back - which is more challenging than just practising a discrete language 
module. Moreover, learners appear to be pushed to hypothesise and manipulate language in 
new contexts, which supports Swain’s (1985) assertion that meaningful interaction can 
confirm or negate hypotheses about one’s language use. In this Immigration Assessment 
task, the accumulated tension of the dramatic situation, discussed below, was pushing 
learners to speak, but the language focus tasks enabled them to do so. The synergy 
between the engagement in the drama and the language challenge is very clear in such 
comments as “It was fun and I learnt what I can and can’t do” (FQ 1e). There is enjoyment, 
learning and an apparent sense of satisfaction in the work; an engagement with learning a 
language, what Kramsch in conversation with Gerards (Kramsch & Gerhards, 2012)  refers 
to as “pleasure” in the learning (p. 79). 
So far in this chapter I have explored the links to language from tasks which were 
planned to advance the drama, and links to the drama from tasks planned to build language. 
I now examine more fully the part played by tension and affect in the conjunction of drama 
and language experiences. I draw on further data from the Immigration Assessment task 
introduced above (Figure 7.ii 20) and from the third set of student interviews.  
Tension and co-construction  
In this section, I discuss tensions of role, relationship, mystery and metaxis (O’Toole, 1992), 
explained in Chapter 3, and I explore the tension of the task in terms of linguistic and group 
imperatives. In the second extract from the Immigration Assessment task (Table 7.v), the 
Heinrich family is driven by the dramatic need to cover for the stowaway, Jackie, who has no 
ticket and speaks no German, but who they have agreed to smuggle in as part of their 
family. Jackie is the visiting lecturer and her inclusion in the role play was inspired by her 
German surname. She was introduced earlier to the passengers by the ship’s cook (teacher 
in role) as a stowaway who has to leave Australia because of her name. She has to be 
smuggled into Germany as she speaks no German (in either world). The cook asked for a 
volunteer family to get her through immigration, and Hamish from Familie Heinrich was the 
only one to offer. His group agreed. I am using this extract because it serves to illustrate the 
creativity of a group under fairly intense dramatic and language pressure with the added 
tension of surprise in the form of Jackie, the stowaway; and because the students were 
interesting commentators on the experience in a later interview. The group’s challenge is 
two-fold; to create a convincing story and to do it in the TL. Jackie and Kit both told me later 
that the group had been urgently but sotto voce devising their smuggling routine while 
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waiting for their turn. As the extract opens, the students were telling me why Jackie has no 
ticket number and why she was not responding to me. They drew on language from different 
experiences to do so. 
Table 7.v 
Family Heinrich Immigration Assessment B (Video G) 
T/IO Teacher in role as Immigration Officer       
Turn Speech Translation 
12 
 
13 
 
14 
 
15 
 
16 
 
 
 
 
 
 
17 
 
 
 
18 
 
 
19 
 
20 
 
21 
 
22 
 
 
23 
 
24 
T /IO: Wie heisst du? 
 
Hamish: Ich bin Claus. 
  
T /IO: Du bist Claus. Wie heisst du? 
 
Visitor: Ich heisse Jackie. 
 
T /IO: Jackie? Jackie? Was fur einen 
Namen... Okay, ah, gut, also. Was 
hatte…was hat sie noch? Was ist 
mit?dieser ? 
  
 
 
Kit: (Jackie and students are miming 
badge having fallen off) In der Wasser...in 
der Wasser. 
 
T /IO: Ins Wasser gefallen? Ah okay, gut, 
okay. 
 
Hamish: Sie ist verrueckt. 
 
T /IO: Sie ist?  
 
St x: Verrueckt. 
 
T /IO: Oh verrueckt? (student nods) Sie ist 
verrueckt? Ja? (to student). 
 
Kit: ..s ist nicht so gut.  
 
T /IO: Ihr ist nicht so gut, ja, kann ich 
sehen. Ja okay. 
What’s your name? 
I am Klaus 
 
You’re Klaus. What are you called? 
 
I’m called Jackie. 
 
Jackie? Jackie? What a name! [i.e. not 
very German-sounding] 
Ok, er, good, right. What’s ... what’s 
going on (with her)? [I am asking why 
Jackie has no number pinned onto 
herself.] 
 
 
In the water…in the water 
 
 
Fell into the water? Ah, ok, good, ok. 
 
 
She is mad 
 
She is? 
 
Mad 
 
Oh, mad? She’s mad? Yes? 
 
 
[She’s] not so well. 
 
She’s not so well. Yes, I can see. Yes, 
ok. 
 
The extract in Table 7.v above bears traces of many of the tasks and drills undertaken 
in the preceding weeks. It can be seen that, as in the weather descriptions in Table 7.iv, the 
earlier language focus activities have borne fruit. For example, the use of verrueckt  (T19 & 
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21) was remembered from expressing emotions on board ship, and Sam extended verrueckt 
by saying Jackie was nicht so gut (T23), a phrase originally learnt in response to “How are 
you?”. The use of Wasser (T17) harked back to the No Food role play, as Wasser ist braun 
was one of the phrases I wrote up on the board (Appendix G) and which Kit used in that 
episode. Moreover, despite learners’ very short turns, the general understanding of the 
language and linguistic references in the interaction was evident. For example, the audience 
smirked when Sam chanted the weather soundscape (Appendix N).  
 
Figure 7.ix. Understanding each other’s language 
The ironical situation in the Table 7.v extract creates layers of suspense: What will the 
migrants do? How will we say it in German to satisfy both the officer and the teacher? How 
will the Officer respond? In ‘reality’, we both know that Jackie is not part of the family, but in 
the fictional world the migrants have the chance to persuade me otherwise. As a group they 
decided that her ticket had fallen into the water, im Wasser (T17), but the choice of the word 
verrueckt (T19) was spontaneous when Jackie could not answer me. It is perhaps not the 
most politically correct exchange, but is an example again of mushfake - making do in order 
to rise to the contingent need of the drama. To coin Dunn’s (personal communication, 2012) 
phrase, belief in the drama and new language skills had gradually built up through the unit 
tasks until participants get to a moment where the experiences “bite” in unison. 
 It seems therefore that the motivation to do this digging back into past language 
experiences is provoked by the suspense of the fictional narrative and relationships (O’Neill, 
2006;O’Toole, 1992). Another extract from the Heinrich Family Immigration Assessment 
(Table 7.vi) offers an opportunity to discuss this connection further, as do extracts from the 
same group’s stimulated recall interview (SI 3A). In Table 7.vi, I am checking the family is all 
present: 
Table 7.vi 
Family Heinrich Immigration Assessment C (Video G) 
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Hamish gave the correct number in his migrant family (T26) as I cross-checked the 
passenger list, but he had forgotten stowaway Jackie had to be accounted for. He was used 
to responding to this familiar question without thinking and failed to integrate the newcomer – 
a risk of formulaic drills. Kit realised the mistake and covered quickly for the family (T28). 
The use of the evaluative “Gut” (T29) was not part of the pedagogic IRF pattern as it is the 
IO approving the family’s response according to (fictional) criteria; but it revealed the 
similarities between the overt testing goal of the interview here and the more covert one of 
the routine IRF formula. This in turn highlighted the dual tension of the task itself, which, as I 
now show, learners seemed aware of.  
In each of the focus interviews I investigated whether students could actually articulate 
the extent to which they were engaged by the duality of role and the tension of metaxis 
(O’Toole, 1992) - the tension between the assessment classroom world and the imagined 
immigration world. The Heinrich family’s stimulated recall interview commentary below 
relates to their exchange in Table 7.vi immediately above. I have asked them what they were 
thinking as they sat before the officer knowing they had an extra “member” of their family.  
Kate: Thinking, “…Uh oh. Em, we’re going to get in trouble because of an 
extra person.” 
Researcher: So you thought, “Uh oh, we’re going to get in trouble because of 
an extra person”, Kate. That’s what you’re saying?// 
Turn Speech Translation 
25 
 
 
 
26 
 
27 
 
 
28 
 
29 
 
T/IO:  ... Wieviel in dieser Familie Herr 
Heinrich? Wieviel in der Familie?  
 
 
Hamish: Oh fuenf. 
 
T /IO: Eins, zwei, drei, vier, funf…funf? Kannst 
du zaehlen?  
 
Kit: Sechs  
 
T /IO: Sechs, in deiner Familie. Ja, ja, okay. 
Gut.  
How many in this family, Mr 
Heinrich? How many in the 
family? 
 
Oh, five 
 
One, two, three, four, 
five…five? Can you count? 
 
Six                                                                                                        
 
Six in your family. Yes, yes, 
ok. Good. 
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Kate: In the family, yeah 
….... 
Researcher: Okay. Emma? 
Emma: Well, when like you asked the questions about how many people in 
your family, I thought someone would say ‘five’ and we did. We said ‘five’. 
Researcher: Somebody did. But then … 
Emma: And you were like, “Oh, no, there’s six”. 
Hamish: I said ‘five’. 
Researcher: It was you, was it? Okay. And when you said it, what did you 
think? 
Hamish: Oh gee … here we go               (SI 3A, Lines 42-58) 
Kate spoke about the worry of getting into trouble and Emma expressed the suspense of 
knowing the likelihood that someone would make the mistake which would give Jackie away. 
She interrupted me with “And you were like…” as she became absorbed in the memory. 
Hamish had similarly vivid memories as he admitted to being the passenger who said there 
were only five in the family, then relived the realisation of his mistake with “Here we go!”. 
Well after the event, these learners are still walking along the boundary between the real and 
the imagined. After many games of bingo, even the beginner students were highly 
competent with basic numbers and, therefore, it was not fear of the language - Familie, fuenf 
sechs - which had created this tension but the dramatic deception. “Here we go!” was a 
thought which Hamish could only have made in role as there were no linguistic errors or 
repercussions involved. Although they anticipated the possible blunder the extra person 
would cause, although they knew that I knew that there were six instead of five, they still 
feared the repercussions of my “finding it out” in role. This ironic plot situation, where really 
all of us know but in the drama only some of us know, is, according to O’Neill (2006) 
invaluable in experiential tasks for creating tension, and these learners seem to agree.  
The extract below from the Raabe family’s recall interview gave me more insight into 
the state of engagement created by the tension of metaxis. The length of my question at the 
start of the extract shows the slippery nature of the concept of enrolment, that even defining 
what I wanted to know was difficult.  
Researcher: … there’s a sort of state in drama where you’re actually really in 
the role and you think you’re playing a person, but you actually know that 
you’re not. You know you’re Jake or Tom or Imogen. But you’re actually 
enrolled in the role and quite happy to sort of go along with it and play out the 
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role as if you’re that family person in your case. Were you in that sort of 
state…? 
Tom: Yes. 
Researcher: … or was it a complete classroom exercise? 
Jake: I was in the zone. 
Researcher: Sorry, Jake? 
Jake: I was in the zone. 
Researcher: You were in the zone, were you? 
Alex: (laughing) You were high! 
Tom: (inaudible, to Jake) 
Researcher: Was there an element of being the person on the boat when you 
answered? (This relates to an earlier student response) 
Tom: Yes. 
Researcher: You would say ‘yes’, Tom? 
Tom: Yep. 
Researcher: Go on. 
Tom: I guess it was kind of like everyone wasn’t laughing their heads off and 
stuff. It was more serious and..//. 
Researcher: Ok. So the serious element of it? 
Tom: Yeah, kind of made it feel more realistic, I guess. (SI 3c, l108-132) 
I think the responses show that students understood what I was getting at. For all its 
flippancy, Jake’s being “in the zone” suggests removal into a different world, and this is 
corroborated by Nick’s use of the word “high” – out of the world while still in it. Earlier in the 
interview Tom described himself as “dazed” at the start of this assessment (SI 3C L19). This 
is all language which speaks of a primarily affective and physical response rather than a 
cognitive one. In the last few lines above, Tom at last managed to articulate his engagement. 
He stated that there was a lack of amusement and states that the seriousness of the 
interaction or the high stakes (in both worlds?) added to the sense of enrolment. He was 
referring here to the mood of the episode and the affective aspect of the situation thereby 
created. He compounded the assessment of the depth of the enrolment by saying it was 
“realistic”.  As O’Toole (1992) reminds us, deep engagement is occasional and only occurs 
when the tension of metaxis is “so strongly created that it subsumes any others” (p. 167). 
Tom felt as if the pressure of the imagined world could be real perhaps because it is similar 
to that which he feels under assessment. Maybe Jake and Tom were doubly present in the 
experience, given the dual assessment purpose; they made what Bundy (2003) calls a 
connection between the worlds.  
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As in the No Food role play, a feeling of real purpose and authentic interaction was 
evident as learners listened and spoke. This was apparently important to their sense of 
presence and flow (Csikszentmihalyi, 1992) and their urge to participate in interaction. Again 
a cyclic, co-constructive effect can be seen: the drama provided the authentic context for 
enrolment and interaction and the resulting authentic interaction bolstered a sense of 
authenticity and a narrative advance for the drama. Dunn, Stinson and Bundy (2012) 
suggested recently that this sense of immersion, of emotional involvement in the drama, is a 
function of learners’ combined commitment to participate in the fictional world and their 
identification with it. Like O’Toole (1992) above, they also observed that a combination of 
high level commitment and deep identification is intermittent. By implication, less intense 
engagement is also productive, and Sarah’s words support this observation: “I kind of felt 
like I was the person. It wasn’t like really strong as if I knew exactly how she felt and how 
she was. But I did feel like I was her.” (SI 3B, Lines 86-96).  Her repeated use of the verb 
feel suggests an affective involvement, despite its being qualified as “kind of” and “wasn’t 
really strong”. This sense of authentic presence and its evident effect on language use was 
also highlighted in discussion with the Heinrich family: 
Kit: Well, it’s easier to get German to come to you, like to speak and do 
German if you imagine yourself in a German environment. 
Kate: Exactly…. 
?Kate: Putting yourself into the mood of it and, well, you know what I 
mean…// (SI 3A, L 145-151) 
……. 
Emma: Yeah, you’re actually…you actually… do something so instead of just 
sitting there and writing, you’re actually acting it out, so you… (SI 3A, L155-6) 
In this extract, students were specifically linking the affordances of the dramatic form to 
speaking more easily. Kate and Kit claimed that the fictional setting made doing the 
assessment task easier. Kate referred to the mood of the interaction, and this aligned with 
Tom’s mention above of the seriousness of the task performance. Emma cited the 
kinaesthetic dimension of enrolment. They all felt a sense of the fictional world enough to 
assist in imagining what they might say in it; it seems that the dramatic world and narrative 
authenticate the field and the tenor of the language interactions (Halliday, 1978), adding to 
the tension of the two world metaxis (O’Toole, 1992).   
Such tension of the dual world can have a lingering effect for some (O’Neill, 2012), 
important to critical intercultural work which is attempting to provoke new thinking. In the 
following extract, Kit continued to perform the playwright role from outside the dramatic 
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frame, seamlessly linking the school interview to the Immigration Assessment interview. This 
aligns with Dunn’s (1999) reference to children bringing their classroom drama into the 
playground after class.   
Kit: Did we pass? Like did we get a sizeable amount of questions right to 
pass into Germany? 
Researcher: Well, did I let you through? 
Kit: Yeah. 
Hamish: Yeah you did. 
Researcher: So that was the answer, wasn’t it? 
Kit: I thought you’d catch up with us, with, like, with the secret police. (SI 3A, 
78-83) 
This exchange referred to the context of the classroom setting - the assessment procedure 
and the teacher‘s role as assessor, but Kit used the fictional context to first ask the question, 
not did we pass the assessment but did we pass into Germany (L32); the drama had created 
a further need for information (Wagner, 1999). Then he advanced the narrative. He was 
apparently still engaged by the way the drama afforded him the possibility to play with the 
student-teacher relationship. With my authoritative role in both the classroom and the drama 
in mind, he assigned me a new role in the secret police (L37). In doing this he was still 
keeping the real and imagined worlds in tension, tapping into the metaxis of the situation 
(O’Toole, 1981). He revealed his continuing identification with the migrants, his belonging to 
the group, by asking questions about what happened to them afterwards (O’Toole, 1992).  
In a second extract below Kit can again be seen to be still partly present in the 
assessment situation as well as the focus interview, but this time it is the language rather 
than the fiction which seemed to engage him. The exchange below refers to the sequence in 
the Immigration Episode, analysed above (Table 7.v), where the Heinrich family is 
attempting to smuggle Jackie, the stowaway, into the country. I have just asked Kit what they 
were trying to teach Jackie (the stowaway) beforehand to help her get through immigration. 
He replied: 
Kit: I don’t remember … but some word that would make it seem like she was 
‘valid’. 
Researcher: I think she said you were trying to tell her that “im Wasser”; that 
her ticket had fallen “ins Wasser”. 
Kit: Oh yeah, im Wasser. 
Researcher: Okay, all right. So... 
Kit: Meine ticket hast gefallen in der Wasser! (SI 3A, L33-38) 
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I was seeking information on the students’ actions and feelings as they sat before the 
Immigration Officer, but Kit was more interested in demonstrating to himself and/or others 
that he could now half create the sentence he needed back then, My ticket has fallen in the 
water!  Even retrospectively the drama was still challenging him to improve his language 
skills. In all these instances, Kit seemed to inhabit a dialogic space where characters speak 
to each other across the two worlds. Put differently, the experience in the drama has 
become part of his personal heteroglossic world (Bakhtin, 1981). He has added the voices 
from the ship to his (multilingual) utterance bank and they now influence his speech choices 
beyond the classroom (Halliday & Mattheissen, 1999). In a way, the role has become part of 
his identity performance repertoire (Gee, 2004).  
The tensions of group work  
In emphasising the part played by tension in motivating learners to participate in this 
interaction, it is important to remember that, as discussed in Chapter 5, the pressure to 
speak could also be debilitating for some. The required contingent utterances are very 
different and/or difficult for many learners. However, there was increased participation in the 
Immigration Assessment and one reason could be the group situation. Although the whole 
class was involved in the assessment, for the actual interview each family of learners worked 
in their group and had been told that it was “all or none” through the immigration gate. This 
fact meant that the family grouping brought its own tensions to the immigration process, but 
it also brought the benefits of collaboration which probably contained the anxiety (Donato, 
2004). Before I discuss these points further, I present Table 7.vii, an extract from the Raabe 
family’s Immigration Assessment which illustrates that group collaboration is evident in at 
least three ways; as collusive, supportive and creative across both worlds.  
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Table 7.vii 
Family Raabe Immigration Assessment (Video G) 
Turn Speech Translation 
30 
 
 
31 
 
32 
 
 
33 
 
 
 
 
34 
 
 
35 
 
36 
 
37 
 
38 
T/IO: …Ja ja, also die Mutter ist leider tot 
aber wie geht es dir?  
 
Nick: Ich bin gluecklich.  
 
T/IO: Du bist gluecklich? Oh fantastisch! 
Warum bist du gluecklich? Warum?  
 
Nick: Oh, um (checks chart for meaning then 
struggles with answer, tries to get something 
out but can’t. He ‘winds ‘ his hand in 
frustration).  
 
T/IO: Nicht so einfach, ne? (Looks to others ) 
Vielleicht weil er…  
 
Tom: Gute Toiletten.  
 
T/IO: (Laughs) Gute Toiletten?  
 
Tom: Ja  
 
T/IO: In Deutschland, geben es gute Toiletten 
nicht? Ja, das ist eine gute...(to Nick)  Ist das 
wahr?// (Nick gives thumbs up). 
Yes, yes, so, mother is 
unfortunately dead, but how 
are you?  
I am happy 
 
You’re happy? Fantastic! 
Why are you happy? Why?  
 
 
 
 
 
 
Not so easy, eh? Perhaps 
because he…  
 
Good toilets  
 
Good toilets? 
 
Yes. 
 
“In Germany there are good 
toilets, eh? Yes, that’s a 
good… is that true?” (Nick 
gives thumbs up). 
 
In Table 7.vii, learners collude to answer the question cleverly in both worlds. With his Gute 
Toiletten (T35) response, Tom is referring back to the description of stinking toilets earlier in 
the drama and reversing the idea to explain Nick’s happiness on dry land. Nick expresses 
frustration in his hand movements (T33) and readily accepts (T38) Tom’s inspired example 
of mushfake to fill the gap (T35). Nick acceded to the comment partly because it gets the 
family out of a mess, but also, on past evidence, because he enjoyed the wit and the slightly 
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subversive hint of toilet humour. He is happy to collude with Tom in this mild, crowd-pleasing 
transgression.  
The exchange is also supportive and creative in nature; doubtless Tom enjoyed the 
individual credit he got for the toilet comment in the form of satisfaction, peer support and 
laughter, but he was also responding to the classroom and fictional group responsibility by 
supporting Nick in difficulty. This runs counter to the individual, competitive nature of much 
contemporary assessment (Black & Wiliam, 1998), yet Tom’s skill, like Kit’s throughout, was 
shown off equally well here. Finally, the collaboration can be seen as creative; Tom 
described the new setting afresh and he transformed language to do so. He is led into a 
narrative and linguistic creative act (van Lier, 1996) by the tension of the task and by the 
speech of others. Anxious to show what he can do, Tom also responds to the potential 
congruence of interest in a process drama group, referred to earlier as a strong basis for 
creative work. 
The group tensions, then, came in the form of multiple responsibilities across the 
classroom and fictional settings; a fictional responsibility to help get the whole family through 
the interview, a classroom responsibility to ensure that the group did not fail in front of peers, 
and an individual responsibility to do well for assessment. In the context of the classroom 
setting, the learners are bonded as students, but, contrary to this bond, also bear the traces 
of more competitive assessment experiences. This can be seen in both Kit and Tom’s 
assertive turn taking, and in fact, in an early interview one student identified competition as 
one reason they love language games (SI 1A, L124-127). The assertion can be seen as an 
identity marker (here as capable students) representing and revealing the learners’ personal 
investment in the school assessment (Kramsch & Whiteside, 2008). In the fictional world, 
however, these same utterances could be seen as occasions where individual learners rose 
quickly to the tension of the group’s need to “pass the test”. This kind of benefit of group 
work was expressed by one learner this way: “Everyone’s good at the different parts of 
activities and stuff. So you might have one person who’s good at pronouncing the words and 
someone else who’s good at reading them on paper” (SI1 L227-243). In the words of 
Kramsch and Whiteside (2008), the students displayed “a distributed competence that 
emerges from playing the game” (p. 665). This successful distribution can build a group’s 
relational identity (Donato, 2004; Swain, 2011) which can help mitigate any sense of risk and 
promote participation (Sandseter, 2009). 
Tension and affect 
The focus on layers of tension in this classroom has enabled me to tentatively bring together 
different elements of the affective space which seem to combine productively for language 
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learning. I have already referred to the congruence of interest (O’Toole, 1992; Bowell & 
Heap, 2005) provoked in drama groups by context, relationships and relative status of 
speakers; for example, the passengers’ position of weakness in relation to the 
teacher/Immigration Officer, or the more complex position of protest-despite-weakness, as in 
the No Food role play. The interpersonal affect of power sustained by these dual world 
relations was compounded by individual emotions related to the task in both contexts. The 
fictional narrative suggested dominant individual emotions of anxiety, trepidation, fear and 
even excitement. This suggestion was apparently realised (made real, Halliday & 
Mattheissen, 1999) for some students through the similar emotions evoked by the 
simultaneous classroom test.  
These emotions are hard to pin down, but are evident, independent of student 
comments, when Hamish put his hand to his head when he cannot understand a question at 
the start of the interview (Figure 7.x); or when Claire and Imogen linked arms as they 
approach the Officer. These actions fit Bundy’s (2003) description of animation, and 
represent emotional connection to the (dual) situation and the tension of suspense, amplified 
as I have suggested by the tension of wondering if one’s language is meaningful. 
 
Figure 7.x. Hamish’s angst 
In turn, the release of this tension leads to a sense of satisfaction, linked maybe to pride or 
exhilaration (Sandseter, 2009), and exemplified when Kate bounces in her seat (Figure 7.xi) 
as she builds the weather description in her interview (Table 7.iv) 
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Figure 7.xi. Kate immersed in the moment 
and when Kit whoops out his last sentence in the No Food role play (Chapter 5). Both these 
students seemed in full flow (Csikszentmihalyi, 1992) and even “Dizzy on the language” 
(Winston, 2012, n.p.).  
Beyond the emotions emanating from the drama and from the ensuing linguistic fear 
and exhilaration (Sandseter, 2009), there is a layer of affect which comes from within the 
group. Exploration of a group’s internal emotional or affective dynamic is a relatively recent 
aspect of classroom language research (Imai, 2011; Kramsch & Gerards, 2012; Swain, 
2011) and this analysis also highlights its potential importance. In Imai’s terms there is a 
group emotional intersubjectivity, a kind of unspoken and uneven negotiation of the way the 
task-focused group will go about constructing its text; of who will lead, who will follow and 
who will support with gesture and stance; of how each group member wants and is allowed 
to present their multiple selves. This can be an exclusive and negative force (Donato, 2004), 
but in these interviews it had a positive effect, possibly partly due to the sustained group 
identities. Nick’s hands tell his group he is struggling (Figure 7.xii); Jake’s leaning into Tom 
and smiling shows he appreciates the cleverness of Tom’s toilet reply. The data of class and  
 
Figure 7.xii. Nick telling me and his group, without speaking, that he is lost for words  
small group work analysed and omitted from this thesis supports Imai’s (2011) assertion that 
the affective relations of a group mediate thinking, goals and behaviour and are therefore of 
great consequence to learning. In this classroom, they provide the space in which the 
distribution of competence (Kramsch & Whiteside, 2008) and consequent narrative text 
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building can operate in the face of anxiety and limited language knowledge. They also 
develop skills of mediation, negotiation and a dialogic group consciousness which are 
necessary skills for an intercultural speaker in action (Kramsch, 2009). 
In reporting the work of Heathcote, Wagner (1999) tells us that tension in a drama is 
about taking participants to the edge of a cliff and leaving them to “find their own way back to 
safety” (p. 151). This Immigration Assessment task is the only time I feel I really achieved 
this kind of tension for most of the students. The border between sea and the ship was the 
cliff edge in more than one sense and they all had to find an individual way out despite 
having group support. This metaxis of the task (O’Toole, 1992) created a dialogic, emotional 
suspense which, in both worlds, students could only relieve by speaking in the target 
language. 
Conclusions 
In this chapter I have wended my way through many experiences from the Term I unit of 
work. To reflect on the co-construction of the unit’s work and its culmination in the 
Immigration Assessment task I have discussed the deepening enrolment, the different 
tensions of the fiction and the classroom, and the language focus activities. All can be seen 
to have had a mutual and cumulating effect on both student engagement in the drama and 
the language learning.  As indicated earlier, Morgan and Saxton (1985) describe the drama 
as consisting of the action of the plot and the action of the theme. This analysis 
demonstrates that, in planning for the drama-languages classroom, it is also necessary to 
consider the action of the language. However, this action needs to be intricately connected 
to the plot and the theme of the drama; it needs to be part of the meaning making 
experience. In Fleming’s (1998) words, the teacher needs to consider “drama as a device to 
facilitate [language] learning” but also, to a certain extent, “drama as an arts discipline” (p. 
148). 
In the light of Dunn and Stinson’s (2010) concerns regarding the lack of artistry in 
some drama-languages pedagogy, I have explored the way different kinds of enrolment and 
tension in the dramatic world gave meaning and impetus to the planned language 
interactions. In the Government Photograph task, the tensions of mystery, role and 
relationship were heightened by the retarding effect of the frozen moment and its 
preparation. Straddling the dual worlds, learners drew on their L1 communicative strategies 
and signs to enrich their role and connect to the theme of departure and loss. They produced 
images which conveyed the intimate emotions and relationships of the family at this point in 
the drama, juxtaposed with the formality of the required official photograph. Not only did 
these images appear to develop the commitment to and identification with the drama (Dunn, 
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Stinson & Bundy, 2012), they also provided a physical and visual scaffold from which the 
learners could use the TL. As demonstrated in Chapter 6, when these and other freeze 
frame photographs were reproduced in future classroom resources, they continued to serve 
as a link from the lived drama to the language creation for learners. They represented a 
bridge between the emotional body, the thinking body, and the communicative body. 
I then explored how the learners acquired the language to participate verbally in the 
drama. The language focus activities always included language which learners themselves 
had suggested and I had translated into German for them, as when they told me how they 
felt on leaving Australia, or what they could hear on board the ship. Their own, salient ideas 
(Kress, 2004) became the core of their language banks and it was therefore obvious to them 
that these were tools for making meaning. This was made more evident as learners 
discovered they could re-use, transform and manipulate this language bank in the ensuing 
experiential dramatic tasks. Initially, in the Gossip Mill, for example, their language use was 
tentative and predictable; but even here some learners were challenging themselves by 
assuming the power to transform language (Tom), to add to the physical setting of the drama 
(Nick and Hamish), to trespass into playground language (Sam and Tom) or to critique the 
characteristics of the speech genre (Nick) (Bakhtin, 1986). I also reflected, in the spirit of 
reflective action research, on the lack of dramatic tension in this task and the missed 
opportunity for making overt connections, after the task performance between the speech 
genre and phrases which could have enhanced learners’ capacity to participate more 
confidently and/or authentically. As an action researcher, I was feeling my way with the 
pedagogy and, as I explore further in Chapter 9, I had not fully understood the importance of 
language reflection after tasks as well as before and during them (Scarino & Liddicoat, 2007; 
Willis & Willis, 2007). 
Finally, I examined how the accumulating belief in the plot and theme of the narrative 
coalesced with the language focus work in the term’s key Immigration Assessment task. As 
in the No Food role play analysed in Chapter 6, learners were roving across their language 
experience in order to reply to familiar questions and to mushfake replies to less familiar 
ones. I discussed firstly the narrative tension, heightened by dramatic irony, which was 
evident in the Family Heinrich transcript and which learners articulated in their recall 
interviews; and secondly, the evidence of the affective impact of the tension of metaxis in the 
Family Raabe interviews. I also observed that the tension of the dramatic gate-keeping task 
was amplified by the tension of the gate-keeping function of the classroom language 
assessment. In both worlds, the language was the key to the gate. Therefore, because the 
learners’ proficiency was very limited, actually finding language became a tension in the 
task, as Anna, for example, explained. I went on to explore the way this language tension 
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was both exacerbated and relieved by the group collaboration and tensions which are 
integral to process drama. In conclusion, I suggested that the multiple tensions, developed 
through and in dramatic tasks, undertaken in role by beginner learners of an additional 
language, led to a richly layered affective space for learning and performing a new language. 
In the next chapter, I explore more specifically the intercultural intentions of the learning 
experience and the ways learners responded.   
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Chapter 8  
Intercultural Language Teaching and Learning: “It 
makes you think...” 
In this chapter I focus on the learners’ expressions of intercultural language learning and the 
teacher’s struggle to teach it. I was aware that at the start of the study my own definition of 
intercultural language learning, derived from multiple academic sources, was somewhat 
fluid. Indeed, when I tried to define intercultural literacy in my teacher educator role, I often 
felt trapped by what Norton (2011) calls the “incommensurate discourses between 
researchers and teachers” (p. 429). There is a dramatic shift involved in becoming an 
intercultural language teacher as opposed to a language teacher (Liddicoat, Papademetre, 
Scarino & Kohler, 2003) and the depth of the challenge to teachers implementing an 
intercultural approach is highlighted by both Byram (2006) and by K. Byram and Kramsch 
(2008). I found that, beyond the extended theoretical base for intercultural language teaching 
and learning outlined in Chapters 2 and 3, the shift involved developing new skills, changing 
existing ones, and defending my use of them to myself and others.  
In the chapter, I draw on student work and interview data along with my journal notes 
across the project to bring together all three threads of the research question – process 
drama in the languages classroom, intercultural language learning and engagement - in 
relation to these subsidiary research questions (Table 1.i):  
 What is the nature of the teacher’s work in the teaching and learning? 
 What is the significance of learners’ comments on the drama-languages work as a 
language learning experience?   
 How do the TL and the drama work together to engage learners and to develop 
intercultural language skills?  
 What is the nature of the intercultural language learning reflected in the student 
work and comments? 
Initially I explore the implementation of a sequence of intercultural language tasks from 
Term 2 from my teacher’s perspective. I outline the frustrations, disappointments and 
unexpected “goose bump moments” (Taylor, 2000, p. 59) of the experience. Some of these 
tasks, I felt, in the words of  Gallagher, Freeman & Wessells (2010), “could have been so 
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much better” (p. 6) and I seek to explain why this was the case. This leads to a less heroic 
report of the experience, but one which nevertheless, in its grounding in detailed student 
work and interview data, adds to the understanding of intercultural language learning in the 
middle years. A practical reason for such a reflexive approach is to demonstrate to teachers 
that the development  in methodology is neither plain sailing nor frighteningly tempestuous; it 
is a learning curve which, in Tom’s words, “makes you think” (SI 4T, L41-42).  
The second part of the chapter is a direct response to the vexed issue of interpreting 
and defining intercultural language teaching and learning, and draws on student work and 
reflections during interviews. Consequently, I have drawn on a wide referential framework, or 
bricolage of lenses (Berry, 2006), to analyse and discuss the data and to draw conclusions 
regarding the parameters and possibilities of intercultural language teaching and learning 
through drama. With a view to extending work in this field, I use extracts from student work 
and interviews to tease out the construct of intercultural language learning and its translation 
into practice.  
However, in view of the main research question, a part of the evaluation of this 
intercultural language learning experience involves determining whether and how it engaged 
learners in the learning. In conversation with Gerards, Kramsch (Kramsch & Gerards, 2012) 
observes that language learning experience is not grounded in memorised vocabulary but in 
the subjective experience of the learning and its associations; my experiences outlined in the 
Prologue attest to this. I introduce the chapter, therefore, by offering evidence of the 
learners’ appreciation of the drama-languages experience and investment in the language 
learning outcomes (Norton, 2001; Norton & Toohey, 2011). I suggest that this appreciation of 
the experience is one cornerstone of this work’s credibility and could speak to other 
teachers.  
Investment in language learning 
If learners are to develop their intercultural/language skills, they need to see the TL language 
speaking community as providing “an enhanced range of identity options in the future” 
(Norton & Toohey, 2011, p. 415), options which could include, for example, good student, 
employable engineer or bilingual community member. If learners see no such options, they 
are unlikely to develop the “wide awakeness” which Greene (1995, p. 43) saw as integral to 
critical work. This is similar to the kind of curious, open and reflective attitude which, in the 
language-culture arena, could be the “savoir être” which Byram (1997) describes as one of 
the essential elements of intercultural language learning.  
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To indicate learners’ awakeness and commitment to the language, there is evidence in 
their work, in different measure, of investment in the language learning. This is defined by 
Norton as “the socially and historically constructed relationship of learners to the target 
language” (Norton, 2001, p. 165-6), positive or negative. Here I use just the term at the 
positive end of the notional scale, to signify a growing inclination towards and interest in the 
language learning. As already demonstrated in Chapters 5-7 investment can be seen in the 
personalisation and agency which is evident in students’  work. It can also be indicated 
quantitatively as the collated responses to the questionnaires demonstrate (Tables 8.i and 
8.ii). To begin this section, I present data from across the interviews and questionnaires to 
demonstrate students’ developing investment in language learning in terms of their 
perceived membership of the “imagined community” (Norton, 2001, p. 164) of German 
speakers. Table 8.i shows that learners felt they had been successful learners, an important 
quality for membership of this imagined community.  
Table 8.i 
Student evaluation of German learning 
Statement No. of student replies 
I feel as if I have learnt as much German as I could cope 
with in the time. 
11 
I feel as if I have learnt some German, but believe I could 
have learnt some more in the time 
[Instead of ticking a box, one student (FS 16) wrote, “I 
have learnt heaps of German but I could easily cope with 
more“.] 
1 
 
 
1 
I feel as if I have both revised my primary school work and 
extended my German 
6 
I feel as if I have mainly just gone over my primary school 
work 
0 
I feel as if I have learnt very little German 0 
 
Of these 19 responses (1 absentee, 1 no response), 17 students expressed a sense of 
learning appropriate to their level, with two stating that they had learnt, but could have learnt 
more. Again the challenge of the diverse class is apparent (Breen, 2001a) but mitigated by 
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the overriding impression of substantial learning having occurred. A sense of growth is also 
evident in Tom’s pride in his “80 word job application” (SI 3C L245-246), cited in Chapter 6. It 
is also evident in Sarah’s comment when I asked her, “Do you feel you’re learning?” and she 
replied, “I go home and say what I’ve learnt to my Mum” (SI 2); and in Claire’s comment after 
viewing the Immigration Assessment performance:       
…the video that we just saw, if we did it now, I think we’d find it a lot easier 
cause we’ve learnt it more …and we’ve gone back and flipped back at what 
we went wrong and we could fix it up if we got the chance…Cos we’ve learnt 
more, so we could explain a lot more things. (SI 3C, L358-370)  
These comments suggest that beginner (Tom) and continuer learners (Sarah and Claire) 
alike could see themselves as becoming members of the imagined community of German 
speakers.  
That this new membership was valued can be seen in Table 8.ii by the numbers of 
students (/20) who expressed a desire to carry on learning language in Grade 9 in the final 
questionnaire.  
Table 8.ii 
Number of students intending to choose German in Grade 9 
Statement No. of student replies 
I will choose German in Grade 9  14 (2 of whom wrote ”Because 
it’s easier than Japanese”) 
I will probably choose German in Grade 9 1 
Maybe, depending on the subject blocks 3 
No response 1 
I won’t choose German in Grade 9 1 (Probably not) 
David absent  
 
Comments in response to the statement in Table 8.ii, “I will choose German in Grade 9”, 
include: 
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Next year I would choose German because I now do want to learn more but I 
want it to be the same as this year’s. (FS St4)  
 
Yes, because my experience has been great this semester and I’m looking 
forward to it next year. (FS St17)  
 
Yes… instead of watching the clock I try to learn as much as I can because I 
think it is awesome speaking another language. (FS St10) 
These students write of a sense of learning and convey a sense of momentum in their 
language acquisition – learn more, looking forward, learn as much as I can - all suggest an 
eagerness to continue to participate in the German speaking world. As Norton (2000) 
observes, learners’ hopes for the future are an integral part of their (language) learner 
identity. This consciousness of progress probably added to their belief in the target language 
as a communicative tool they can actually use, and hence perhaps to feelings of belonging 
(O’Neill, 2006) to a new imagined community of German speakers which would extend their 
future self.  
This inclination to make a future investment in the learning (Table 8.ii) was bound up 
with an articulated change in attitude to language learning expressed by learners; for 
example:  
The drama was something I thought made everything easier. It was fun too. 
(FQ St7)  
 
My attitude to language learning has changed completely. (FQ St1) 
It is good. I can now understand what you say. (FQ St9).   
Students were using comparative language, easier, now understand and changed 
completely, implying things had been different in this experience and some of them 
appeared to see bilingual life as an attractive possibility for themselves. Having described 
the learners’ apparent pleasure (Kramsch & Gerards, 2012) and interest in learning the 
language (Kress, 2004), I now critique the ways I took advantage of this interest to develop 
learners’ intercultural literacy and to explore the ways they demonstrated this literacy in their 
work and talk. 
Teacher challenges   
In this section I discuss my experience of intercultural language teaching in terms of several 
challenges which I faced during the process. These included: the design and integration of 
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reflective tasks (O’Toole, 1992; Scarino & Liddicoat, 2009); the overt politicisation of 
language teaching through its critical turn (Carr, 1994); the concept of language-in-culture-in-
language; the potential, for native and non-native speakers alike, to essentialise culture and 
language (K.Byram & Kramsch, 2008; Canajarajah, 2004); and the role of substantive 
conversation (Ailwood et al., 2000) in effective intercultural language learning. 
Reflective tasks 
I suggested in Chapter 3 that there was a potential synergy between reflection from different 
perspectives on the dramatic plot and themes (Eriksson, 2011; Heathcote, 1980; O’Toole, 
1992) and reflection on language, self and other, as emphasised by many proponents of 
intercultural language learning (Scarino & Liddicoat, 2007; Carr, 1999; Fleming, 2006). 
However, I found working with reflective tasks, beyond a traditional focus on lexical and 
grammatical form, was the most daunting practice in the drama-languages pedagogy.  
During the early macro planning of this unit, I had wanted to introduce the Term 2 
drama, Berlin 1961, with a task which distanced the learners, temporally and spatially, from 
the migrants and the ship (Eriksson, 2011). This distance would, I thought, offer space to 
reflect on and foreshadow the different attitudes of local people which would build belief in 
the challenges and atmosphere of resettlement and living a new language. As O’Neill (2006) 
observes, this kind of foreshadowing develops reflection on options in the plot, accustoming 
learners to the possibility of alternative readings of the narrative. To achieve this, I had 
recorded a television news clip where I was in role as the presenter and had video 
interviewed one of the ‘migrants’ (a university student) on the Sophie as they arrived. I 
intended it as a listening activity which could lead learners into a similar paired televised 
interview or magazine report related to another family’s experience, but executed from the 
perspective of the local reporting team.  
However, in the face of the learners’ lack of comprehension of the TL recorded news I 
decided it was too challenging for many in terms of linguistic scope and necessary 
scaffolding at this stage. Given the simultaneous language focus demands of the pending 
Job Application task (key written assessment), it was not practicable. The incident illustrates 
a conundrum of intercultural language teaching which requires a somewhat abstract 
reflective and refractive approach to the language-culture dynamic, despite learners’ limited 
TL. As Liddicoat (2007) suggests, using the L1 is often necessary and I redesigned the tasks 
as indicated in Table 8.iii below, with a combination of a discussion task in English (Task 1) 
and a stylised conscience alley activity (Appendix B) requiring minimal target language (Task 
2). This was a micro level planning decision (Dunn & Stinson, 2011) driven by language 
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imperatives but also an attempt to maintain the reflective potential of the original task in 
relation to the dramatic theme. 
Table 8.iii 
Term 2 reflective and experiential tasks  
(Taken from Appendix J, Term 2 Unit Plan) 
Task Task description 
1
1 
Class discussion in English of the need for migrants to have English 
proficiency before they enter Australia (Language Discussion) 
#
2 
Walking the gangplank: stylised conscience alley of a mixed reception for 
the migrants by locals waving posters (Gangplank) 
3 Job Circle: ritualised role play (See Chapter 7) 
 
In the Language Discussion (Table 8.iii, Task 1), the learners were out of role and 
preparing for the Gangplank (Task 2) by discussing how people with limited English might be 
perceived when migrating to Australia. The task was doubly distanced from the drama by 
being undertaken out of role, and in English. We discussed possible attitudes in Australia to 
migrants arriving with little or no English to settle in Australia. Therefore, the task sequence 
adopted a reciprocal approach to the theme of the drama. Against the backdrop of John 
Howard’s (then Prime Minister of Australia) push for English language testing for migrants, 
the task provoked interesting responses, including some from learners such as Chris and 
Sarah who rarely participated individually in whole class oral work in the TL. This seemed to 
justify the use of English 
.According to my journal report on the event (JN, L700-708), the class was, “Very 
willing to pass opinions. With some mild interruptions they put their hands up, took turns, 
listened to each other”. I listed the general discussion points in question and answer form 
(JN, L698-706):  
Should anyone be allowed to come to Australia?    
Generally, “No”, but not unanimous.  
 
Should they speak English before they come?          
Generally, “Yes”, but several said, “Just a bit”.                           
                                                                          
Why do the numbers need limiting?                         
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Our resources (energy, water, trees for homes) are limited, as are jobs.  
Though there appeared to be a consensus that people could not just arrive at will and live in 
Australia the range of opinions illustrated intracultural differences which, at age 12, perhaps 
reflected different cultural perspectives in their homes. This was a good basis for the later 
activity where I wanted the students to demonstrate a similar range of attitudes in role as 
German residents, since in Germany too there are intracultural tensions around migrant 
communities and numbers.  
However, as I noted in my Journal, I missed a reflective opportunity. At this time the 
news was full of a story about a boat carrying asylum seekers which had just blown up after 
a petrol fire was started deliberately. About a third of the class knew about the incident (JN, 
L707-8) and I could have shifted the perspective and asked them why the refugees could 
have spilt the petrol, or moved into a drama task which probed this question, an excellent 
opportunity to provoke reflection on the mindset of refugees as they approached new 
shores. There was always, however, an underlying consciousness that I needed to “do 
German”, that a limited discussion in English was all that I could justify in a classroom where 
the FL was the instructional target. I am in sympathy with researchers such as Turnbull 
(2009) and Liddicoat (2007) who advocate use of the first language alongside the TL for 
abstract thinking tasks, but perhaps my habits in the tradition of maximising target language 
use die hard.   
Politicising language learning 
A further limitation on the reflective work I chose to do was the risk to my professional self 
through peer disapproval (Kempston, 2011). Intimidating me generally in the intercultural 
work was my knowledge that the observing teacher did not share either my enthusiasm for 
discussion in English or my critical literacy objectives. Kramsch (2011) observes that many 
teachers do not feel that contentious and politically charged issues such as war crimes 
belong in the languages classroom, and thus opportunities to reflect on the historical and 
contemporary cultural contexts for the L1 and other languages are lost. I have suggested 
that the critical nature of an intercultural language programme (Chapter 2) could be a 
problem for some teachers for several reasons. It can be a challenge because of their own 
non-critical educational experience (Luke, 2004), or a lack of criticality in the work 
programme they write or inherit. Sometimes teachers fear using skills outside their familiar 
practice (Stinson, 2009), for example, using English (or another classroom L1) more often 
(Turnbull, 2009). Teachers can also be worried about their lack of the discursive knowledge 
or questioning skill to develop refractive thinking in learners (Alexander, 2008). Furthermore, 
the post-structuralist model of reflexivity can be alien to some teachers’ view of language 
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and nationhood  (Byram, 2006; Diaz, 2011). My experience confirms that such variables 
need careful consideration in any provision of intercultural language teacher professional 
development. 
As discussed in Chapter 5, I had taught and worked on projects with the observing 
teacher intermittently for 14 years and I knew that her professional and political stance 
differed from mine. On both counts, I felt very aware of her presence. I could not ignore her 
concerns, expressed in conversation intermittently, about the amount of language students 
were producing. Over our acquaintance, she had often bemoaned the stereotypical “Beer 
and Bratwurst” version of culture, but I suspected that exploring the linguistic politics of 
migrant travel, in English, was perhaps not what teaching German meant for her, at least at 
this level.  As I prepared for the Immigration Assessment I wrote, “My continual worry is, 
what does she think?” (JN, L 441). 
But the consciousness of the other teacher’s position is indicative also of my own 
doubts about what I was attempting. I shared some of her concerns in terms of language 
quantity, and of time away from target language focus, but I also felt that there were benefits 
to be traded from the drama-languages approach, as discussed in Chapter 7. I felt 
particularly vulnerable to her opinion during certain tasks . It is probable that I avoided 
pursuing the question of why the refugees fired the ship because I wanted to distance myself 
from the political content in front of her, and get back to speaking German as soon as 
possible. The following stylised Gangplank performance (Table 8.iii, Task 2) was less 
“unsettling” and less confrontational (Carr, 1999, p. 110). 
The Gangplank was an adaption of the conscience alley technique (see Glossary, 
Appendix B). A group of learners walked down the ship’s gangplank as the other learners 
harangued or welcomed them using the TL sentence on the posters they carried – just one 
sentence per group - either “Wilkommen in Deutschland!” (Welcome to Germany!) or 
“”Einwanderer weg! (Immigrants out!). With great zeal, standing in two lines opposite each 
other, two thirds of the students shouted their sentence as six or seven students, still in role 
as passengers, walked down the imaginary gangplank between them. As in the Job Circle 
(Chapter 6), the very limited, repeated language was intended both to ritualise the 
experience (Eriksson, 2011), and to focus attention on dramatic belief and theme rather than 
language use. This task was an overt attempt to highlight the political issue of immigration, 
which I used as the vehicle to demonstrate the power of language in a community 
(Fairclough, 2012).  It was a cruder task than the television report I had intended, but still 
introduced new roles and points of view to the learners and it represented the compromises 
of the drama-languages planning and the importance, at times, of adapting artistic intentions 
to accommodate language proficiency yet retain the intercultural depth.   
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There is evidence, however, that, despite the limitations of the Language Discussion 
and Gangplank tasks, they did play a part in provoking intercultural reflection. At the end of 
the project the students did several reading/written tasks which I left behind for the observing 
teacher to supervise. The last question on a fairly traditional comprehension reading test 
was:  
What do you think people in Germany might feel as these ships full of foreign 
people arrive in their country? Why might they feel like that? Would they all 
feel the same way? (Table 4.ii, SW RT Qn 8) 
The comments received were often a somewhat simple response to my somewhat simple 
attempt to offer different perspectives on the issue in the Gangplank task, but there is some 
flexibility and depth in the responses. Chris’s comment: “They could feel angry that the 
government dumped all these people on their country” (SW RT) was reflected in six other 
student replies, of which Imogen’s was particularly interesting. She wrote:  
I think they (Germans) won’t like it because there are so many on the ship. 
They might also be offended by all the Australians. They might feel like this 
because Australians don’t know how Germany works. (SW RT)  
Despite the worry about migrant numbers reflected in her reply, Imogen shows glimmerings 
of intercultural reciprocity here (Carr, 1999). She was understanding that cultural assimilation 
and difference is also a problem when Australians go overseas; it is not just a matter of jobs 
and food to go round, but of negotiating different behaviours – how the country works.  
The other eleven learners agreed in general with Anna’s response, which was: “Some 
might feel that the country is becoming crowded, that the people are annoying and bad. 
Others might feel it’s great, welcome everyone. They might think it’s awesome to help them 
and share their country with others” (SW RT). These twelve comments all contained an idea 
of intracultural difference. As Kramsch (2009) points out, in an era of increasingly 
multilingual communities this understanding of difference within culture is as important as 
difference between. Chico (2010) suggests that in Australia’s case it is particularly necessary 
to prevent internal ethnic polarisation.  
The impact of the drama experience more generally is vividly revealed in Jenny’s 
response, all the more significant because of her almost silent participation through the 
terms. She wrote, “They might be a bit annoyed because all these strangers are coming into 
their country needing homes and work and food. I’m not sure whether everyone would feel 
this way, in fact I don’t think everyone would because Frau Schmidt liked the Einwanders 
(us)” (SW RT). Her acceptance of the imagined world of Frau Schmidt and the migrants as 
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accurately representing the real one is perhaps indicative of her depth of belief in the drama. 
She acknowledged that the Einwanders are not real – “(us)” - but still believed in their lives 
and relationships enough to take them as examples of reality. Her speculative tone, “I’m not 
sure…” lends her work a thoughtful air, and an integrity, confirmed by her sudden decisive, 
“in fact…”. Jenny was clearly making connections between the plot and theme of the drama 
here.  
In fact, Jenny’s work through the study gives a clear picture of intercultural language 
learning as a socio-linguistic and reciprocal, affective experience (Larzen- Ostermark, 2008). 
She was not particularly at ease with the public or physical nature of the work, but, an 
absolute beginner, her language repertoire had steadily expanded and she had taken big 
risks in her Job Application. During preparation for a freeze frame, she asked me for the 
word for helpless and, arm outstretched to her child on the other side of the Wall, the caption 
she spoke for the frame was, “Ich bin die Mutter, aber ich bin hilflos.”  (I am the mother but I 
am helpless). Taken together, this data from Jenny suggests a strong affective and cognitive 
commitment to the language in its communicative context and its socio-cultural and political 
contexts. 
However, the Gangplank and Language Discussion tasks themselves do not 
encourage distinct connections between language and culture though they introduced the 
citizenship theme of inclusion and exclusion through language. To conclude this section I 
discuss a task which was intended to invite specific reflection on the co-constructive nature 
of words and culture (Carr, 1999), but which, in execution, still left the links implicit.  
The concept of language-in-culture-in-language 
The pre-text (Appendix J) for the Term 2 Unit was a collage of edited, English, You-tube 
clips, portraying Berlin’s 1945-89 journey from one pre-war city to two post-war cities. In any 
language there are certain key words which carry rich connotations (Byram, 2003), and the 
word Wall (Mauer) in German has a resonance far beyond anything it has in many cultures. 
Many lands have walls - Hadrian’s Wall, The Great Wall of China - but few have had such a 
recently pervasive impact on the psyche of a country as the Berlin Wall of 1961-89. As a 
teacher, I had initially found it difficult to grasp how language and culture co-construct each 
other through words, but the story of the Mauer gave me a word which I thought could help 
learners to grasp it more readily. It symbolised the referential nature of language and the 
culturally specific (though still variable) affective, moral and political baggage which a word 
or phrase can carry; “the cultural memories evoked by symbolic systems” (Kramsch & 
Whiteside, 2008, p. 665). The task I had had in mind was to: 
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Focus on the word Mauer (Wall) in German language. Give learners my own 
personal example of significant words e.g. water: the dreary Lancashire 
drizzle became precious in the Brisbane drought and dangerous in the recent 
floods. Learners choose another word and explain its referents in Australian 
society and/or their own lives or L1. 
In fact, I did not discuss the word, Mauer, with the learners, merely expected them to notice 
and absorb it. But I had forgotten to consider the difference between my own and my 
students’ cultural heteroglossia (Bakhtin, 1981). I was brought up in Europe and lived 
through the collapse of the Wall, but for them the salience of the word would be minimal. But 
we were embroiled in the language focus activities for the job application, in reading 
invitations to afternoon tea in Berlin, in travelling to work, and the focus task did not 
materialise. Other non-reflective activities emerged from my established repertoire 
effortlessly, but “new” reflective work such as the cultural significance of the word Mauer was 
easily put off. This complete loss of my original intention was apparent when, in the middle of 
performing a scripted telephone conversation just before the Wall went up, I was appalled to 
realise that none of the students, including the receptive Kit, knew what the word Mauer 
translated to in English, let alone what it could mean culturally and symbolically for different 
Germans (JN, L976).  Disappointment was uppermost in this reaction (Gallagher, Freeman 
& Wessells, 2010), and it reminded me that an intercultural language teacher, brought up 
within a more traditional pedagogic paradigm, needs to be always vigilant at the micro 
planning level (Piazzoli, 2008).  
Essentialising culture and language  
However, the work we did on Berlin and the effects of the Wall’s construction for the families 
did strike a chord for Nick, at least. In the following analysis of an interview extract, his 
reaction illustrates two important dimensions of intercultural language teaching and learning; 
the need to facilitate student discussion and to challenge stereotypical cultural 
representations by teacher and students (K. Byram & Kramsch, 2008), both of which are 
central to intercultural learning. During the group stimulated recall interviews in Term 2, 
several weeks after the Immigration Assessment event, we were discussing the reasons for 
introducing the historical element into the work. Nick used connections he had made across 
time and place to challenge my representation of the Germans as victims of the Wall’s 
construction. I was explaining why I chose to set the drama in the time of the Berlin Wall 
construction: 
 Chapter 8:  Intercultural Language Teaching and Learning: It makes you think...  238 
Nick: But if we’re learning about like how Germany had a wall through it, why 
aren’t we learning about how Germany invaded Poland and killed 20 million 
Jews? 
Researcher: Well, it’s all part of the same story, but we have limited time. 
Nick: Yeah, still … 
I was completely taken aback by Nick’s challenge in Turn 1. It partly explains my lame reply 
(T2) and my ongoing struggle, evident below, to develop a meaningful discussion in the 
group. I knew I needed to address his comments and I responded after a few student turns 
with:  
Researcher: … Don’t you think perhaps, Nick, that part of that as well, 
though, is knowing... erm... that Germany has moved on since then as well? 
Nick: Yeah, but it just seems just so one-sided to say, “Oh, Germany’s so, 
like, such a victim because of the Wall”, but they’re not …// 
Researcher: I don’t think I was trying to say that. I hope you haven’t got that 
… 
Tom: She actually wasn’t. 
I was so intent on defending myself that I took on a personally aggrieved tone (T6) rather 
than opening the conversation to the four other students and disrupting the victim/non-victim 
binary (McLaren, 1998). Tom began his campaign to “defend” me (T7) but at this stage Nick 
ignored him.  
In sarcastic tones, which raised my teacher hackles, Nick continued: 
Nick: No, but they have a big wall through it and you’re saying like, “Oh, poor 
Germany”. Like… 
Researcher: I was actually saying that the East and the West families would 
be unhappy to be separated.// (students talking over each other) 
I again responded defensively, justifying the narrative with reference to its universal theme of 
loss (T9) (Bolton, 1986). Tom re-iterated his defence of me, Nick stuck to his guns, and I just 
defended myself again:  
Tom: Yeah, she wasn’t saying Germany (inaudible) 
Nick: It’s still Germany. 
Researcher: I don’t know that I made comment on Germany being “poor 
Germany”. 
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Tom again tried to represent Nick’s comments as idiosyncratic and this time Nick accepted 
the rebuke: 
Tom: That’s just Nick. 
Nick: Yeah, it’s just me. 
My defensive stance and/or his own different reading of the work seemed to have driven 
Tom to try and mitigate Nick’s challenge three times (L7,10, 13). Perhaps this latest 
interjection highlighted for me that I was responding too personally and I began to develop a 
more intellectual, if vague response … 
Researcher: But it’s interesting that you say that. I think that….. you’re saying 
in a different way – I think the Wall’s important because it’s part of the history, 
but I agree that the Holocaust is hugely important. A lot of the things in 
Germany relate to that. 
...but it was too late:  
Nick: Yeah. 
Researcher: But as a German teacher, I have to be careful that I don’t 
stereotype Germans as all evil, nasty people. Would you accept that, or do 
you think that’s … 
Nick: Yeah. But I’m a Muslim so it doesn’t really affect me 
The moment had passed. Perhaps in response to Tom’s persistent argument, Nick (T18) 
brushed off my attempt to engage him further (he isn’t a Muslim) – perhaps warned off by 
Tom’s comment or by my defensive stance.  
Nick’s challenge accused me of positioning all Germans as victims rather than the 
perpetrators of an atrocity. He proceeded to do the same when he identified “Germans” as 
responsible for the Holocaust. Yet intercultural language learning involves acknowledging 
the heteroglossic elements in the language and identity of individuals and of nations 
(Bakhtin, 1981; Carr, 1999). Nick was accusing me of stereotyping Germans, but only of 
stereotyping them in the “wrong” way. Up to his comment at Line 18 his demeanour was 
serious and I don’t think he was playing around in this interview. It is hard to tell, therefore, 
whether his comment evolved from a lingering war blame perspective - a response which 
commonly used to arise in German classes in Queensland in the 1990s (professional 
conversations) - or from a commitment to maintain the rage about ethnic cleansing. On one 
level he had a point; the picture I painted of migrants as powerless victims was somewhat 
unitary. As K. Byram and Kramsch (2008) observe, stereotyping a nation and a culture is as 
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easy for a teacher as for a learner. But Nick was also seeing victim and oppressor as fixed, 
binary and all-pervasive states (L5), a version of identity which critical language and drama 
in education work is intent on breaking down (Cahill, 2012; Kern, 2000; Pennycook, 2012). It 
is significant though that Nick has raised the issue, and felt able to articulate it in these 
terms. As Carr (1999) suggests, it is important “to recognise struggle and tension as 
productive” (p. 106). As O’Toole (1993) points out, each process drama is an unfinished 
work, it should leave participants with questions.  
The dramatic experience had provoked indignation in Nick and the reflective distance 
from it (Eriksson, 2011) had allowed him to voice it, to test out his reaction in public. A 
discourse of Germans as victims did not sit easily with him. Nick was perhaps resisting what 
he perceives as my attempts to unsettle his ingrained beliefs (Carr, 1999). These beliefs are 
often emotionally charged and important to our sense of identity and stability and therefore 
strongly defended (Diaz, 2011). His challenge is perhaps similar in nature to the observing 
teacher’s challenge where she asked me when we were discussing assessment, “Are you 
here to try out process drama or to change me?” (JN, L487). The fact that they both 
perceived a challenge to their established beliefs and were provoked to defend their position 
is encouraging commentary on a critical project (Carr, 1999). As Byram (2006) observes, 
criticality is about offering new perspectives to participants and extending their experience 
with the hope that eventually they can perhaps decide ‘Here I stand’ in a more informed way 
(p. 125-6). As O’Neill (2006) remarked, “the tendency to reproduce ourselves spiritually 
among our students... can be a formidable temptation” (p. 138); unsettling their certainties is 
the more realistic aim.  
The difficulty of substantive questioning  
The interview extracts above indicated my limited skill in opening up discussion through 
substantive questioning (Alexander, 2008), equally important for intercultural language 
teaching and for reflective work in drama. For example, it would have been productive to 
further explore Tom’s resistance to Nick’s critique or to clarify what other learners were 
saying. With Nick, skilful questioning could have initiated discussion of intracultural 
difference, building on the work (cited above in Reflective tasks) on different attitudes to 
migrants within one community. It could have worked towards “an understanding that identity 
is multiple, fluid and also contradictory” (Scarino, 2009, para 5.13); that it is a possible 
perspective to see a country as both victim and oppressor, and for its people to belong 
predominantly in one, both or neither category. Specific work in the drama field (Heathcote, 
1980; Morgan & Saxton 1987, 2006) and of monolingual language and literacy (Glasson, 
2009; Mercer, 1996) has recognised the challenge for teachers in using substantive and 
varied questioning. However, in the key work in the intercultural field so far reference to 
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questioning seems limited, confined to listing types of classroom questions or self-
questioning about one’s teacher decisions (Morgan, 2007b; Scarino & Liddicoat, 2009). 
Cross-fertilisation from the drama (Morgan & Saxton, 2006) and philosophy in schools (Cam, 
2007) literature, referred to in Chapter 3, could be productive here. 
The challenges of intercultural language teaching are many. I have identified only 
some of them:  designing and translating the abstract concept of language-in-culture-in-
language into classroom practice, the politicising of language study through the connection 
of the model to critical pedagogy, the tendency on the part of students and learners to 
imaging cultural stereotypes, and substantive questioning.  I turn now to examine learner’s 
expressions of intercultural literacy in response to  the planned experiences with reference to 
the focus interviews with students during and after the project.  
Conceptualising intercultural literacy 
As discussed in Chapter 3 and earlier in this chapter, the refractive, dialogic thinking (Carr, 
1999) which relates the culture-language of the other to one’s own culture-language 
heteroglossia is a sophisticated skill to teach and to acquire. It is important, therefore, to 
acknowledge beginner student responses which are a small part of or precursors to a 
reciprocal kind of intercultural literacy. I do this firstly by discussing examples of connections 
learners made, during and after the project, to local and global events which demonstrated 
their broadening curiosity about the culture of the TL and those who speak it. The theme of 
“connections” emerged from the early coding of the interview data and it suits the thesis well; 
it contains not only the idea of connections from language to culture and local to global 
(Scarino, 2009), but also of school (language) work connected to the world beyond the 
classroom (Ailwood, et al., 2000; Cope & Kalantzis, 2000) and of connection as engagement 
with the theme of the drama (Bundy, 2003; Morgan & Saxton, 1985). These connections 
learners made represent their incipient understanding of the “larger cultural framework” 
within which speech occurs (Norton & Toohey, 2011, p. 433), an “awakeness” to other 
people, times and places and the possibility of interaction with them. As I have demonstrated 
in previous chapters, in doing the drama the learners’ experience of these people, places 
and times is inherently richer than just talking or reading about them; doing the drama has 
created a relationship between potentially “removed” cultural history - migration by sea, 
divided Germany - and social interaction in the TL, a situation the migrants often have to 
manage with, initially, limited additional language. 
The second way I identify intercultural literacy is by applying Carr’s (1999) descriptors 
of sympathetic and dialogic intercultural literacy to explore further responses from learners 
and trace their more critical intercultural commentary in relation to self, language and culture. 
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Finally in the chapter, I discuss the way in which these connections and attitudinal shifts 
appear to have been provoked by elements of drama such as role, time, place, affect and 
distancing. Of particular significance is the embodiment of cultural history which I relate to 
Kramsch and Whiteside’s (2008) concept of historicity. 
Connections to TL communities    
In a post-project interview, Ben was intent on making the connection to an imagined 
community real. He has German ancestry and is now confident enough to acknowledge his 
German learning by saying “… now I think, now I can go to Germany” (SI 4B, L111-112). 
The use of now represents his shift in confidence. He supports this claim of competence 
beyond the classroom by describing his recent interaction with a stranger: “I went to Wet ‘n’ 
Wild and then one of my friend’s other friends, he used German and then so we were like 
talking about that.” (SI 4B, L123-4). Through the dramatic experience, viewing the videos, 
imagining a visit to Germany and his meeting with a “playmate”, Ben has “allied with others 
across time and space” (Norton, 2011, p. 422) and appears to feel part of a German 
speaking world.  
Learners also spoke of connections made to a more distant global community, brought 
closer in this unit and learners’ homes by screen technology. Some of them made 
connections to political events in the target country and related them across time to current 
situations. Tom told me that his connection to the video clips on the Berlin Wall motivated 
him to dig deeper: “…at the time I remember after school and stuff, like on Fridays just after 
the lesson, I looked up some of the stuff actually after school, about the Berlin Wall and the 
Berlin wars and stuff because that was really interesting” (SI 4T, L80-84). His curiosity 
towards the artefactual culture of the language he is learning is evident.  Ben, too, found the 
video clip pre-text worthwhile, observing that, “…you got to understand a bit more of what it 
was like back then” (SI 4B, L68-9) and in the following exchange, he made a further 
connection between the historical context of the drama and recent events in Germany: 
Researcher: Since we did it, which was about five months ago, is there 
anything in your life or on the telly or when you’ve been away or anything that 
has reminded you of what we did? 
Ben: Yeah, like on the TV they showed the Berlin Wall being knocked down. 
Researcher: For the anniversary year? 
Ben: Yeah. (SI 4B, L111-122) 
Through the unit of work, Ben had connected to another significant global event; the footage 
of the Wall coming down in 1989 was now salient for him as it resonated with his prior 
experience (Kress,2004); he has come full circle with the historical story. Ali (SI 4A, L88-97) 
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also made a connection between a current event and the dramatic narrative when she stated 
that she had been reminded of the unit of work in the months since the project by the recent 
news of a boat of refugees off Australian shores. As the literature shows (Hall, 2005; 
Schewe, 1998), meaningful connections beyond the classroom are highly motivating for 
learners and, in the TL classroom, both promote and satisfy the curiosity and openness, 
which characterises intercultural language learning (Byram, 1997). Their responses also 
indicated the importance of shifts and links across time, integral to process drama, to trigger 
new perspectives (O’Neill, 2006). 
Connections to self and other: Sympathetic or dialogic? 
According to Carr (1999), a dialogic rather than a sympathetic understanding is necessary 
for the development of intercultural literacy.  A sympathetic literacy is interculturality from 
afar a one way consciousness. Intercultural literacy involves a more dialogic interaction with 
others; a realisation that cultural referents in language in use by oneself and others will vary 
and communication cannot be taken for granted (Bakhtin, 1981). In this research, it is 
important to recognise that some learners showed evidence of dialogic intercultural 
understanding even as we began the project. For example, one student remarked that:  
Learning a different language would be quite handy if you met someone or if a 
person came to a new school and they didn’t speak English. I suppose you 
could help them by teaching them English and then they could teach you 
whatever they speak. And, yeah, you can help them out. (SI 1C, L13-16) (my 
underlining throughout)  
Here, despite using the word help, which positions the English language learner as weaker, 
this student is going beyond an approach which just sympathises with the non-English 
speaker because they lack something. She is engaging with difference at a personal level, 
acknowledging the validity of acquiring a foreign language as an enrichment of self for others 
and herself. Another learner engaged with language difference at a more abstracted 
community level, challenging the strong motif in Australian migrant attitudes which expects 
people who live in Australia to speak English as their main language. The opinion is 
represented by a former Prime Minister’s wish to test migrants’ English levels and bolstered 
by community attitudes (Chico, 2012) and influential research advocating language 
assimilation (Schumann, 1976). This student, however, fears a detrimental effect of 
language assimilation: 
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Student: The more English people learn, the less multicultural Australia will 
be compared to what it was before with everyone speaking different 
languages. 
Researcher: Are you suggesting that … sorry, go on. 
Student: We might lose all the other languages if we just speak English. 
Researcher: Are you saying that is a positive thing or a negative thing? 
Student: Pretty negative. So learning another language is good. (SI 1B, L47-
48) 
This is particularly perceptive social comment from a young student and further indication 
that these learners are not empty vessels in the field of language and culture. Their general 
socio-cultural understanding has already provided a base for this intercultural work (Diaz, 
2011). Evaluating the impact of the drama pedagogy on the reciprocal element of 
intercultural literacy is therefore difficult (Carr, 1999; Scarino & Liddicoat, 2009).  
However, there is evidence in the later data that the work has led to transformed 
thinking by some learners. After the end of the project, Tom reported that:  
… it was interesting because it stuck in your head because it makes you think 
about, like, what would you be like because, following from the other unit, if 
you’re like one of those immigrants, what would it be like? It would be quite 
bad and creepy and yet …. (SI 4T, L41-44)  
Tom wondered how he himself would cope and respond to the migrant experience; evidence 
that he is able to empathise with the narrative presented. The drama has meant that he has 
committed to the experience to the extent that he can picture himself in the position of an 
other and imagine a different, in this case a minority perspective. This kind of re-positioning 
can extend one’s concept of self and possible self (Byram, 2006).  
For Ali, the tasks struck an even more direct chord. In her follow up interview, five 
months after the project finished, Ali showed a distinctly dialogic kind of intercultural literacy 
(Carr, 1999). When I asked her what language “is” she began tentatively,  
I think that it’s sort of … language is like learning how to understand another 
country’s beliefs and how they think and do things and speak. If you have to 
go there, then you know how to communicate with them, rather than them 
having to learn to communicate with you. (SI 4A, L9-12) 
Ali shows elements of a dialogic approach to intercultural communication in this response. 
She is taking responsibility (Liddicoat and Scarino, 2013) for the making of meaning in an 
intercultural encounter where the value system of the addressee, reflected in speech, may 
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be different (Kramsch, 2011; Norton, 2011). When I asked her how she connected beliefs to 
language, she thought for a moment, then developed her dialogic position with, “Um, it’s sort 
of the beliefs of like if the way they say things is not the way you might say things because 
you believe something else and how to say them” (L9-19). Significantly, she is describing a 
direct relationship between what people believe and how they say things (Crozet, 2011). 
This reflects a comment at the start of the project where a student told me that “You can be 
really rude and not knowing, and you think you’re saying the right things” (SI 1A, L47-490). 
Both examples indicate an awareness that communication breakdown can occur because of 
differences in culturally embedded language use (Crozet & Liddicoat, 2000). There is a 
recognition of the element of struggle inherent in any speech (Norton and Toohey, 2011; 
Carr, 1999) which this process drama highlights.  
In the first interview of the project with Ali’s group it is sometimes difficult to distinguish 
between the girls’ voices, and with hindsight, it is likely that is was Ali who brought some of 
these understandings to that earlier interview. However, in her final interview (November 
2009), she also reflected specifically on the effects of the drama-languages unit: 
Researcher: Okay. Did the experience on the boat with the migrants and the 
Wall …did it change in any way who you are or how you think about yourself?  
Ali: It did a bit. In a way I did think about myself different because we moved 
from somewhere else so it made me think differently on that. And (how did? 
inaudible)…people think of me when I (first moved here? – semi-audible). 
(SI4Ali L82-88) 
It seems that Ali was acknowledging that she had felt different when she arrived, but that 
now she could also see that perhaps people noticed her difference – she was seeing herself 
with the eyes of others (Carr, 1999). Later in the same interview, Ali described the appeal of 
the enrolment process: 
I think it’s because when we were in families we had a person to be but when 
we did the migration, you had to be someone else because you couldn’t be 
what you were before you migrated. You had to be something else. You 
couldn’t speak like you normally would, or couldn’t really act because the 
people where you were moving to thought differently of what you should be 
doing.  (SI 4A, L190-197) 
In this response, Ali encapsulated the potential of the drama-languages pedagogy for 
intercultural language learning. Initially, in Term 1, she had to be other in her dramatic role 
as a migrant passenger. Then she did the migration (through the Immigration Assessment) 
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and in Term 2 she had to be that migrant but differently (as a resident of Berlin) because she 
had to speak differently and act differently to conform to local expectations –  what she 
should be doing.  In her choice of modality for the word should, the power of the dominant 
language was again being recognised by a young learner.  
Not only had Ali adopted a role in the drama, but the drama itself had layers; within 
one role she had to change over time and place. It has been a two layered exposure to 
difference - a shift from enacting that role in one context to enacting it differently in another. 
This would seem to be the doing difference which Carr (1999) refers to. For Ali the 
experience seems to have meant that, from a distance, she can now offer a commentary on 
her changing self which is steeped in refractive thinking. She links speaking-acting-thinking 
as the way one expresses who one is. Through a connection between her real and imagined 
experiences, she demonstrated a heightened awareness (Bundy, 2003) of the connections 
between language, identity and context.  
Conclusions 
In this chapter I have drawn together data reflecting both my work as an intercultural 
language teacher through drama and the response of learners to the work at different stages 
of the project. I have identified some of the challenges I faced when trying to implement the 
reflective phases of the drama and language work. Despite these challenges, I have been 
able to trace expressions of intercultural literacy through the data and have examined the 
kinds of expression in evidence, noting that much reflective work was done in the student 
interviews rather than the classroom, due, partly, to my inexperience in designing and 
facilitating reflective tasks “in the moment”. In many cases these reflections appear to be 
directly related to the drama-languages experience and, as I suggest in this chapter, can be 
used to extend the construct of intercultural language learning (Scarino, 2009). 
It is apparent from the analysis in this chapter that there were several constraints on 
my performance as an intercultural language teacher. I had to make continual adjustments 
to accommodate learners’ limited language banks, and I had to decide to what extent I would 
try to step away from the less politicised and more accuracy focused traditions (Long & 
Robinson, 1998) espoused by the observing teacher, and to some extent, myself. Even 
when I did decide to step away, my default pedagogical skills, those I had relied on through 
years of teaching, were sometimes a hindrance rather than the blessing they had seemed 
during the No Food role play, discussed in Chapter 5. This was particularly apparent with 
regard to my questioning and discussion management skills. I didn’t develop peer interaction 
and interrogation during the L1 discussion; I struck an overly defensive stance against Nick’s 
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justifiable challenge to my portrayal of the German people; and I frequently talked over 
students in the interviews.  
Nevertheless, it is apparent in this study that the student interviews supplemented the 
classroom tasks in providing a time and a place for the articulation of abstract thought. It is in 
this data that I found most evidence that students’ learning had an intercultural dimension. 
This could have been because my less power laden role of researcher meant that many 
learners were comfortable to both critique my practice and express personal opinions. 
However, there is often no time for extended interview style discussion with learners. It 
therefore becomes even more important to employ questioning and facilitation skills at any 
small opportunity to insert this kind of reflection in class, through dramatic or meta-linguistic 
work. I suggest that the skills of reflective task design, strategic questioning and substantive 
conversation, particularly for “teachable moments”, need new emphasis for intercultural 
language teachers, especially given the encouragement in the intercultural literature to 
enhance expression of conceptual thinking (Liddicoat, 2007). Equally important would be 
strategies to gradually develop these skills in the TL with beginner learners.  
Process drama is a flexible and, to some extent, a reactive pedagogy and it is 
important for interested teachers to learn how to take advantage of this characteristic (Dunn 
& Stinson, 2011; O’Neill, 2012). Yet when the language assessment clock is ticking, it is 
hard to resist one’s entrenched teaching habits. Significantly, I am not alone in struggling 
with minimal language levels, teacher skill, time and peer constraints; as the work of Diaz 
(2011) and the extensive classroom research in Australia (e.g. Scarino, 2009; Kohler, 2010) 
indicate, a major shift in practice takes time to evolve and the shift to intercultural language 
teaching is particularly difficult to achieve (K. Byram & Kramsch, 2008). 
I found that the data also revealed many ways in which learners were already 
interculturally literate. In interview, students were also willing to initiate as well as respond to 
ideas and reflections around the work. For example, they demonstrated existing opinions on 
language death, the Holocaust and the links between cultural values and speaking 
behaviours. This is a caveat against perceiving language learners as empty intercultural 
vessels, and indeed, in Ali’s case at least, against some psychologically based presumptions 
that refractive awareness and perspective shifts are only attainable in late adolescence 
(Mezirow in Diaz, 2011).  
It seems that any of the connections learners made have been enabled by the 
dramatic strategies and form, particularly setting, time and place. For Nick it was the post-
war Berlin setting of the narrative, perhaps juxtaposed with that part of his identity which is 
“an Australian who fought the German people”, which had an impact on his thinking; for Ali, 
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the connections to her own migrant experience through living on the ship. Tom connected to 
the Berlin Wall going up in 1961, Ben to the Wall coming down in 1989. Nick connected to 
the Germany which was at war with Australia in the 1940s, and both Ali and Ben connected 
to family history and relatives in Germany in the past and present.  
This shifting of time and place is significant for this work, particularly because, 
although it was imaginary, it was also embodied through pretending to “be there” through the 
drama. The situating of self in relation to the cultural history of another seems akin to what 
Kramsch and Whiteside (2008) call “historicity” (p. 665). They state that an individual’s 
cultural memories are not in the past but exist as “present realities in our bodies” (p. 667). It 
seems to me that part of accessing the culture of others involves acquiring a pale version of 
these memories since they are useful to the process of asking why behaviours and common 
sense understandings, expressed in language, differ and change over time (Bakhtin, 1981; 
Halliday, 1993). Drama therefore can help the real embodiment of versions of cultural 
memory and enrich the learner’s understanding of language as a dynamic, social dialogue 
across time and space (Bakhtin, 1981).  
The power of affect, expressed through the use of dramatic role and relationship, is 
again implicated in some of the intercultural expression. It is evident in the comments cited 
from Jenny, as she reflected on the differing affective attitudes of the migrants and teacher in 
role, and evident in Tom’s wondering what it would be like to be one of those migrants: “It 
makes you think…”. From a drama perspective, it seems possible that this emotional 
dimension to his engagement could be as powerful as the more intellectual reflection so 
often advocated.  As Stein (2004) observes, some things cannot be said and perhaps an 
emotional knowing, “a personal surrender” (Bundy, 1999, p. 307) to emotional experience, 
can perform a transformative function without intellectual discussion, as well as with it. 
Perhaps some learners grasped positionality and difference, not through intellectual word 
work but through their bodies and feelings.  
However, Tom both feels and says what he has learnt, and it is likely that one of 
process drama’s main contributions to intercultural literacy is that, in Brechtian fashion, the 
drama provides a fleeting emotional immersion which is then available for juxtaposition with 
more distanced, reflective work (Eriksson, 2011; O’Toole, 1992). In the words of Kramsch 
and Whiteside (2008), learners’ intercultural literacy was contingent on being able to enter 
the game with both “full involvement and full detachment“ (p. 668). In Nick’s case he became 
involved by being an unhappy resident in Berlin, but this did not sit comfortably with prior 
emotions of antipathy towards Germans; reflection gave him the opportunity to voice his 
confusion.  Again, as was evident in Ali’s reflections, the double voice of being, and thinking 
about being, is in play (Bakhtin, 1981).  In more prosaic terms, it could be that the in-out-in 
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processes of the drama phases engaged learners because they varied the classes and 
provided that combined “having fun while learning” through alternate affective and 
intellectual stimulus. The question arises of whether the educationally less prestigious 
emotional or empathetic way of knowing, connecting and relating to others can have a useful 
part to play in developing intercultural language learning, particularly since, as Morgan and 
Saxton (2006) suggest, understanding, unlike knowing, has an affective dimension. 
As I wrote frustratedly in my Journal, “Intercultural is hard” (JN, L575). This opinion is 
confirmed by McLean (1996) who reflects on the challenge of critical drama work, observing 
that, “this desire to embrace critical and cultural theory and its relationship with art-making is 
much easier to theorise about than to practise...” (p. 60). Some disappointment and 
frustration with the process was therefore almost inevitable, but there were also encouraging 
moments of pleasant surprise and satisfaction. As O’Neill (2006) notes, the didactic 
purposes of the teacher and the playfulness that gives life to the work must be kept in 
balance. 
In Chapter 9 I bring together the conclusions I drew from each of the analysis chapters 
in response to the main research question.  
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Chapter 9  
Conclusion  
The research question for this thesis was  
How can intercultural language teaching and learning benefit from the use of process drama 
with beginner learners; and what are the implications in the drama-language pedagogy for 
learner engagement in intercultural language learning?  
Three aspects of contemporary additional language learning, outlined in Chapter 1, provided 
the context for the question: the low enrolments in language learning in Australia and other 
countries such as the UK and New Zealand; the contemporary policy and practice focus on 
intercultural language learning, particularly in relation to the impending curriculum changes 
in Australia; and the steady increase internationally of interest in drama as a medium for 
additional language learning. During analysis this question was dealt with by responding to 
the subsidiary questions listed in Table 1.i and the core focus of each chapter was:  
 Chapter 5: The changed nature of classroom talk and texts when the playwright 
functions and teacher-in-role are in play, and the urge to participate orally; 
 Chapter 6: The affordances of the multimodality of drama for intercultural 
language learning in a diverse beginner language class; 
 Chapter 7: The relationship of the drama and language apparent in student work 
and comments, and the teacher’s balancing act as she juggles the drama-
languages planning; 
 Chapter 8: The learners’ expressions of intercultural literacy and the teacher’s 
challenge to teach it.  
I summarise my findings and conclusions from this analysis using the device of a 
Radio Discussion between theorists and practitioners from the fields of drama and 
languages. I have chosen this form for several reasons. Firstly, it enables me to clearly 
identify and bring together the relationship of the thesis to theories and research from the 
fields of drama, drama-languages, applied linguistics, and intercultural language learning. 
Through the participant turns I can make evident which lenses produced which analysis, but 
also throw them up in the air together to see how they might overlap when they fall. This 
assembling of diversity corresponds to the concept of bricolage (Berry, 2006) which I 
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employed in the analysis of the data. Secondly, the conversational genre is less monological 
than the thesis written mode (Berry) and therefore allows me to weave the tentative 
explanations of the engagement and learning together, to experiment with the juxtaposition 
of the many terms and lenses I have used, and to insert caveats and qualifications, in 
acknowledgement of the cacophony of texts we are faced with (Bakhtin, 1981). The round 
table discussion can also be a reflective genre and represents praxis at work as I move 
between what happened in the classroom to the theory which framed the action and back 
again (Kemmis, 2007). Finally, the form represents my response to the research question as 
an ongoing dialogue with myself and others; it demonstrates the many voices I have 
colonised as I wrote and which form the heteroglossia of the text (Bakhtin, 1981).  
Table 9.i 
Core sources for radio discussion 
Participant Major sources for comments 
Language 
theorist 
Bakhtin, 1981, 
1986 
  
Applied linguist  Halliday, 1978, 
2004  
Halliday & 
Matthiessen, 1999  
 
Educational 
philosopher 
Dewey, 1916, 
1934 
Greene, 
1973,1995 
 
Drama-in-
education 
academic 
Bundy, 1999, 
2003 
Dunn, 2012  O’Toole, 1992 
 
Intercultural 
language 
learning 
specialist 
Kramsch & 
Whiteside, 2009 
Scarino, 2008 
Scarino & 
Liddicoat 2009 
Liddicoat and 
Scarino, 2013 
Byram, 2006 
Drama-language 
teacher 
Swain, 1985, 
2005, 2011  
Imai, 2011 Marschke, 
2004 
 
The participants are identified only by their specialism but each draws on a relatively 
narrow and specific body of research and theory to participate which is not referenced in the 
text. The major sources are not identified in the “transcript” but are identified in Table 9.i; 
verbatim phrases from these authors are in italics in the transcript. Additional references are 
to works already used in the thesis and listed in the main reference list.  
In the Epilogue to the thesis I explore the implications of what seem to me to be the 
most significant findings arising from the study. I also pose questions for future academic 
and professional consideration.  
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Radio transcript.  SBS November, 2012 
Process drama and language: A review  
 
Broadcaster: Good evening. This series of SBS broadcasts has been arranged in response 
to the recent government White Paper  which focused on taking Australia forward into the 
Asia century. One key strategy for this ‘second wave’ Asia initiative is to extend the learning 
of Asian languages into every school.  There are, however, problems with the proposal. Cost 
and logistics are the main ones.   
But there’s another problem, and that’s government’s underlying assumptions that learners 
will want to do this thing called language and will therefore succeed. As you perhaps know, 
drop-out rates for language classes in schools are enormous and very few children study a 
language until Grade 12. How will this new, underfunded pipe dream change things? In an 
attempt to provide a firm footing for the initiative, the Faculty of Language Arts at the 
University of Bolton has undertaken a project to identify key responses to the question “What 
kinds of languages pedagogy inspire learners to want to learn a language and to enjoy doing 
it?” This week we’re going to look at a report from a Queensland school where process 
drama has been used as additional language pedagogy in the middle school years.  
We are fortunate to have assembled a very knowledgeable and diverse panel to discuss the 
findings of this report. First up, we have a resident team for the series; a language theorist, 
an applied linguist and an educational philosopher. Then our extra visitors tonight are a 
drama-in-education academic, an intercultural language learning specialist and a drama-
language teacher. Welcome.  
Ok. You have all read this report; shall we begin with the kind of language interaction which 
was going on in this classroom?   
Language theorist:  Well, there’s no doubt that the drama-languages pedagogy created the 
conditions for a model of language as social practice to flourish inside this classroom.  There 
was a shift in interactional relations that was achieved through the use of teacher in role and 
the playwright functions and it led to a heightened sense of a heteroglossic addressee, and 
indeed to a double voiced text - to a speaking as self in role and a more conscious, watchful 
self-monitoring of the TL as a classroom text. In the written work, personalised, internally 
persuasive speech has replaced the repetitive and sterile language of the cloze style activity. 
To draw on terms from both fields, there seems to me to be a kind of ‘dialogic metaxis’ at 
play - which Kit alludes to, saying, It’s easier to get German to come to you if you imagine 
yourself in a German environment.  
Applied linguist: Yes, and I was particularly impressed by the way this personalisation of 
the language both affords and is sustained by a sense of choice and agency - which the 
playwright functions, teacher-in-role and the range of modes effected. Drama appears to 
place the learners in situations where they have to choose what to say - to provide a set of 
interrelated choices where they have to take account of the ideational, interpersonal and 
textual dimensions of the situation, as they speak.  
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Drama-languages teacher: I can see their response to the ideational in Tom’s choice of 
“Gute Toiletten!”, and to the interpersonal in some of the emotional pleading in their job 
applications, and in the way they shift the tone of the Job Circle from ritualistic to colloquial. 
Language theorist: As Fred said, they have agency to speak; the way the classroom talk is 
divided up changes when the teacher is in role. So this report represents a response to van 
Lier’s call for more research into the potential for change in the norms of language 
classroom talk.   
Applied linguist: And this agency means they feel free to use synaesthesia - employing 
more than one of Kress’s oral, graphic and kinaesthetic modes concurrently – and quite 
naturally - and they show an understanding of the shift from spoken to written form. They 
have to respond to a dynamic simultaneity not available in more scripted or planned work, or 
in work which lacks the emotional interpersonal charge. As the student, Anna, remarked, this 
freedom meant they had to think back and choose what language they would use, or 
instantiate, in this particular set of circumstances and relationships, which, of course, 
replicates their L1 practice.  
Language Theorist: Mmmm. I was impressed here too - Jake’s work in Chapter 6 showing 
how the mushfake imperative meant the language was garnered from past and more current 
experiences.  It’s illustrated in Chapter 8 too with Tom’s ‘toilet’ response.  
Drama-languages teacher: Almost 30 years ago, Swain wrote about the importance of 
pushed output; here it seems elements of the drama ‘push’ the learners to scan past and 
present learning. And, as Swain notes, having to choose while they are using language 
equips them better for live language mushfaking or negotiation of meaning beyond the 
classroom. 
Broadcaster: Surely this agency makes language creation very difficult for beginners who 
don’t know much vocabulary or grammar?  
Drama languages teacher: Well, Swain (2005) maintains that we need to go beyond 
getting the message across and, in fact, many learners do not go beyond that in their oral 
mushfake. The difference is that these students do have a message to get across; they are 
not usurping the teacher’s message. Moreover, in the latter stages of the experience, the 
learners’ letters demonstrated that they were going beyond that level. 
Educational philosopher: Yes, mushfaking may be more challenging, but it is also more 
authentic, particularly as one of the tools the drama provided was the permission to use their 
bodies as well as their voices, pens and keyboard to communicate. As the study shows, 
authenticity, or what (in the drama world) Dunn calls realness, made the language seem 
more connected to life beyond the classroom, which these learners say is important.  
Language theorist: Agreed. In many classrooms, beginner learners are just parroting the 
authoritative discourse of the teacher. There is no sense of what Norton calls personal 
investment.  
Applied linguist: Mmm. Learners relate to this language because it is situated in 
recognisable social discourses and has multiple Discursive layers. Again, the implication is 
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that richness of discourse is more familiar as real world speech than pristine textbook forms, 
and therefore more engaging for beginners. As Breen notes, we need to embed a discourse 
model into the beginner level curriculum more explicitly. 
Drama-languages teacher: Because Freebody and Luke’s research shows us that meaning 
making, text user and text analyst skills are just as important as code breaking to language 
and literacy.  In the drama language classroom, students can relate to this discursive model 
of language, as we see here in the way they tackle reading the Ship’s List, control the Job 
Circle and write their Job Applications.  
Educational philosopher: And this way, learners see language as relevant to social life 
immediately - they don’t have to wait until senior years to do genre based tasks and to 
choose what to say.  
Drama-languages teacher: Yes. Admittedly promoting this kind of drama task means that 
you do have to be strategic in designing them so that they do, in fact, encourage the use of 
the syllabus specified forms and text types, but it can be done. For example, learners used 
the basic forms, “I have” and “I am” for self-introduction practice in the Gossip Mill and as 
performance in the Immigration Assessment tasks.  
Broadcaster: What about this concept of mushfake which the report adopts?  
Applied linguist: I like this idea of validating mushfake skills. It, too, links ways of tackling 
the TL to ways we learn an L1. Fully formed sentences don’t come first. Very young children 
learn to ‘do’ conversations with significant people in their lives. From this they learn how to 
create sentences and other language specific forms. The urge to mushfake encourages 
learners to draw on this familiar learning strategy.   
Broadcaster: But these are not toddlers, are they? 
Applied linguist: Certainly not. On the contrary; this report portrays the learners as more, 
not less sophisticated than usually supposed; the No Food role play demonstrates advanced 
discursive skills and the re-use, transformation and manipulation of language in the role 
plays reveal their generic language skills and strategies.  
Intercultural language learning (ICL) specialist: And in the interviews, many of them 
show a developing sense of language as cultural as well as economic capital.   
Applied linguist: Quite. So mushfake is doubly important for this age group; it enables them 
to participate in child-like pursuit of social ends; but because it needs to work as 
communication in a range of specific contexts, not just with Mum in the kitchen, it also 
encourages them to take advantage of their existing understanding of field, tenor and mode 
and draw on whatever’s to hand to effect them. This engages them more thoroughly than 
sticking to Christie’s joyless parts of speech.  
Broadcaster: So do they need grammar activities? 
Applied linguist: Oh yes. The formal level of language is also important for these twelve 
year olds; they need help noticing how the TL works as a system and remembering it. 
Otherwise two things can eventuate; they may be put off creating longer or manipulated 
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texts as, unlike toddlers, they know what they don’t know; and they may not develop a 
linguistic base for any intercultural comparison.  
Drama educator: But, as the report suggests, the language focus is partly a function of 
getting the drama-language balance right in a new programme, and balancing the needs of a 
group with diverse prior experiences. Also, I think that the linking of the playwright functions 
to variable language use provides us with future focus possibilities here. It seems possible 
that the more controlling playwright functions led to more sophisticated manipulation of forms 
in the mushfake; so we could use the playwright functions as analytic tools in the classroom 
from a drama and a language perspective; they could become a basis for identifying and 
extending learners’ narrative and/or language skills. 
Drama-languages teacher: I agree that the contingency of the drama provides the space to 
try and teach the skill of mushfake more explicitly; this could be done through extending the 
reflections on form to identifying and articulating more clearly for learners the different 
strategic options of re-use, transformation and manipulation. Perhaps in conjunction, as you 
suggest, with exploring the playwright functions in more detail. 
Broadcaster: Ok. I just want to go back and pick up Fred’s reference to field, tenor and 
mode. The report builds a strong case for beefing up the interpersonal dimension of 
beginner language interactions, does it not? 
Applied linguist: It does. It is hard for me to see how teachers can connect language to life 
unless they have a concept of the interpersonal and how it expresses status and power 
relations, exemplified in the migrants’ aggressive attitude to the Captain yet compliant 
attitude towards the Immigration Officer.  
Drama educator: And how it expresses the emotions which emerge during the interaction 
and the emotions speakers bring to the interaction, such as the air of protest and grievance 
at the start of the No Food role play and then the  students’ switching of grammatical 
functions to counter the Captain’s defiance by interrogating and pleading. 
Applied linguist: This personalisation of language from moment to moment allows for what 
Fairclough calls style; the individual interpretation of the Discourses embedded in the genre 
in play.   
Language theorist: Aha, back to heteroglossia - the interpersonal carries the specific 
emotional referents, as well as the content referents of each speaker.  
Drama-languages teacher: And, the report points out, it also carries the emotional 
expression of the group relationships from the classroom world. There has been a surge of 
classroom language research by people such as Imai, Swain, Kramsch and Whiteside, 
highlighting the need for teachers to realise that the interpersonal matters in the interaction 
and in the classroom relationships. At the moment emotion of any kind tends to be the 
elephant in the language classroom. This report reveals a bit more of the elephant. 
Language theorist: Yes, it demonstrates that the tenor of the conversation, like everything 
else in the drama-language classroom, is complex and interdiscursive - as we saw with Let’s 
eat the Captain! and the Gossip Mill Scheisskopf incident.   
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Applied linguist: And it’s unusual to see the affective aspects of genre and tenor, of a 
speaker’s emotional history, and of group intersubjectivity identified altogether as part of a 
complex classroom and interaction ecological swamp. 
ICL specialist: In my field, the relative status element of an interaction or discourse is often 
stressed, especially in languages such as Japanese where status is integral to form. But 
perhaps I’m seeing something extra here.  In a traditional quick role play, even one which 
emphasises the specifics of the cultural context, the symbolic roles speakers adopt to 
convey the emotions in the moment are still largely ignored, as is any emotional baggage the 
speakers bring to the interaction. It is de-humanised.  
Applied Linguist: But not in Halliday’s early definition of tenor which included reference to 
such questions as the permanence or otherwise of the relationship and the degree of 
emotional charge in it as well as to variation in formality. 
Educational philosopher:  So this implies the need for a much richer contextualisation of all 
oral and graphic texts demanded of learners.  A deeper “making real” of the interaction? 
Drama educator: It seems to me in all this, that this contextualisation, the physically and 
emotionally alive roles and spaces of the fictional world - nested in the classroom world - is 
the gift of drama to language learning.  
Drama-languages teacher: Quite. As their conduct of these role plays and job applications 
demonstrates, these learners have 12 years’ language experience; they know that the 
interpersonal matters.  In a way, it adds a sniff of ‘soap’ to the interaction and that’s what 
hooks them.  
Broadcaster: Not sure whether ‘foreign language as soap opera’ is the way to sell this 
report to the government, but you never know. Ok, folks, we are going to take a break, and 
when we return we’ll be looking at what this report had to say about bodies and language. 
....... 
Broadcaster: Welcome back! We are going to move on to a major area of research in this 
report, bodies and language,  which brings together work on multimodality, intercultural 
literacy and affect in the language  classroom in an innovative way.  The report claims that 
much classroom language pedagogy has been subjected to a multimodal and an emotional 
by-pass and that the two facts are linked. The writer refers to Stein’s statement that using 
the body allows for a much fuller range of human emotion and experience, within and across 
culture, and claims that students can use their bodies as well as their minds as effective 
learning tools in many ways. What do you think? 
Educational philosopher: The idea of the body as important to learning has been largely 
ignored since the Industrial Revolution introduced the Western world to mass education in 
rooms full of desks.  This process drama pedagogy requires the learners to stand up, to 
move around, to sprawl across the floor, to touch each other. As they said, kinaesthetic fun 
connects them more fully to the serious language task in hand, as it is performed beyond the 
classroom.  To my mind, the evidence in this report for the importance of engaging the 
students’ bodies for effective learning, as well as their minds, is compelling. It comes from 
both the teacher and learner interpretations of the experience. 
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Drama-languages teacher: I agree. Bodies are ‘enculturated’ and complex communicative 
tools. Sticking religiously to syllabus reliance on four, often discrete macro-skills, just doesn’t 
recognise this fact. 
Educational philosopher: The author seems to be suggesting two distinct ways of using 
the body, a literal and a symbolic –or metaphoric –way. I think this is a novel distinction. 
Broadcaster: Can you explain it for the listeners, please? 
Drama-languages teacher: The literal physical work is already familiar to most language 
teachers. Here, it consisted of body-to-word correspondence activities; like when the 
adjective young was drilled by a thumb in the mouth, or the word happy triggered oversized 
grins - and according to the students the kinaesthetic mode was useful for connecting the 
language focus drills to the drama. That this kind of mime-based work is popular and 
effective for drilling doesn’t surprise me; it’s the same principle used by the Total Physical 
Response (TPR) method which was popular some years ago, and the currently popular 
Canadian AIM programme where every French word, phrase, accent, gender and tense has 
an action associated with it. It taps into the body as a mnemonic device and, in the case of 
TPR and drama, it gets them out of their  
Educational philosopher: Seats! 
Drama-language teacher: (Nods) …and their passive, listening role.  
Applied linguist: …so this bodily drilling makes these experiences more accessible at the 
moment of instantiation of speech… like when Kit immediately chanted the weather back to 
the teacher… 
Language theorist: …because the rhythm of the soundscape was embedded in his body. 
As Imogen suggested, this mnemonic quality should make for a wider utterance bank…. 
Applied linguist:…which allows for more convincing mushfake; meaning facilitated through 
focus on form.  
Broadcaster: So much for the literal dimension of the physical work. Can you explain the 
symbolic use it had too? 
Drama educator: Well, some physical activities were both literal and symbolic. For example, 
the Government Photograph task represented visually a specific point in the narrative and 
lent itself to literal, descriptive sentences in a later caption-matching task. But, as the writer 
points out, the original freeze frames symbolised specific interpretations of moments in the 
drama and therefore became an aesthetic artefact which other groups could regard and 
consider. And, as photographic artistic images, the photos were re-used later on, as a 
stimulus for written activities. 
Drama-languages teacher: And recognising their own bodies in the dramatic space on 
video or photograph seemed to draw learners back into the drama and invigorate their TL 
skills. We see it in Tom’s response to the Ship’s Signs task and Kit’s invention of the secret 
police as he watched himself on video in the Family Heinrich interview. 
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Language theorist: Perhaps the photographs re-open that dialogic space between the 
classroom and the fictional world where learners produce authentic TL? In terms of 
investigating the lasting mnemonic power of these artistic bodily and visual referents, it 
would be worthwhile to ask the learners, three years on, what language can still be evoked 
by looking at the photographs and video clips. 
Drama educator: Indeed. And there’s another aspect to this symbolic work which is also 
physical, but is based on sensation rather than on movement. These student bodies weren’t 
in a German speaking place, but a sense of place was developed for the ship and the city. 
This sense of place had sensual and affective resonance which appealed to the body and 
the mind.  
ICL Specialist: Stein’s work tells us that sensation can have strong cultural connotations, so 
bringing sensation into the classroom has potential for intercultural learning.  
Drama Educator: And here the sensuality was physical and symbolic: as learners walked 
the deck of the ship they ‘saw’ and heard birds, they ‘smelt’ the toilets and ‘tasted’ the salt 
and the ghastly food. But through the imagined sensations, the whole setting became a 
metaphor for refugee hardship and, beyond that, if learners made the links, as Ali and Ben 
both did, for life on the boats which still bring migrants to Australia. 
Broadcaster: The physical, ‘doing difference’ work also seems to have played a part in the 
work on stereotyping, an issue which always arises when we discuss cultural issues.  
Drama educator: Yes, this was another symbolic use of bodies. The teacher enrolled the 
class as two kinds of noisy locals who welcomed or rejected the migrants as they came 
down the ship’s Gangplank. Several weeks later, many students’ written responses indicated 
some understanding of the need to be cautious about presuming that people of one nation 
all think, believe and act in the same way. Here, the symbolic body had acted as a metaphor 
for difference and for national complexity. It also acted as a conduit for Ali to make a 
connection to the personal history already engraved, as Stein would say, on her body. The 
physical ‘repetition’ of an activity has provoked her to step beyond her memory and see her 
migrant self with the eyes of others, and to wonder.  
Drama-languages teacher: Yes, and the work in the migrant hostel and surrounding the 
separation of families when the Wall went up provoked Nick’s decision to put his 
stereotypical opinion of the Germans up for challenge, and meant that Ben could relate to a 
news story weeks later about the anniversary of the Wall’s destruction.  
Drama Educator: The bodily expression seemed to enhance the aesthetic dimension of the 
work. Apparently, Jenny was a silent and publicly self-conscious beginner learner. Yet, as 
the Wall went up and separated her family she delivered that sentence, in role, in German 
and in public, “I am the mother but I am helpless” - as she held out her hand to her child from 
across the Wall. That seems like the coalescence of physical, affective and cognitive 
engagement to me. 
ICL specialist: And it can lead to what the writer calls ‘pale memories’ of culture, attached to 
language, which the writer sees as developing the learners’ sense of historicity, of the 
cultural heteroglossia of a language. 
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Drama educator: And since the body’s behaviour is as culturally and emotionally informed 
as the language, experiencing them together is important.  The experience becomes a point 
of reference for a gradual exploration of how other bodies are culturally inscribed. 
ICL specialist: It’s more than knowing that the word Wall is important to German people, it’s 
knowing why, and what it might have meant in personal terms, the varying impressions it 
made, emotions it conjured, values it changed, and so on. But extending the concept of 
intercultural literacy in this way has implications for what is regarded nowadays as sufficient 
pedagogical content knowledge, at least in Australia, doesn’t it?  
Drama-languages teacher: Yes; Byram and Kramsch have questioned the sufficiency of 
some teachers’ cultural knowledge and the limits even of a native speaker’s necessarily 
particular knowledge. But, although I find I do need to research some history for dramas I do, 
it’s also about how you present it. As Carr notes, it’s a way of thinking about instances of 
language and culture in operation, not learning hundreds of facts. It’s also about the principle 
that there is a reason for the differences which plague intercultural communication, beyond 
perversity, and therefore a reason to anticipate and cope with it.  
Broadcaster: And on that crucial point, it’s time for another break. Thank you everybody. 
....... 
Broadcaster: Hello again! We’re going to wrap up this part of our discussion by examining 
more closely the connections this report is making in its Appendix [O], titled The affordances 
of process drama for intercultural language learning. I’m going to ask each of you to explain 
what you see as one key affordance of the process drama form for beginner intercultural 
language learning. Fred, do you want to start us off? 
Applied linguist: For me it has to be the roles and relationships of the drama. In the 
context of the narrative field, they lent authenticity to the field, tenor and mode and they 
intensified the emotional dimension of speech. As Ali told the writer, it gave students a 
person to ‘be’, people to ‘be’ with... 
Language theorist: …a credible addressee.  
Drama-languages teacher: In Chapter 7 in the report the writer also shows how both the 
individual and the group roles and relationships coloured the whole Immigration Assessment 
experience. They were the glue, if you like, between the dramatic interactions, the language 
focus activities and the individual work.  
Drama educator: Earlier in the piece, Fred highlighted the importance of an individual’s 
agency in role and I’d like to dwell a bit longer on the way the report reveals the affordances 
of role through the process drama convention of group enrolment. This enrolment began 
with the pre-text reading to find a role, then moved into the freeze frames to cement 
relationships, continued through the shaky Gossip Mill, then developed into something more 
coherent and convincing via the No Food and Immigration role plays. In some ways this is, 
as the writer concedes, confirmatory work around the benefits of successful group work in 
language-literacy classrooms. But I think it’s important to restate the case in view of the 
antipathy to group work, exemplified by the observing teacher’s comments in Chapter 6, and 
the completely opposite attitude expressed by these students.  
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Educational philosopher: Mmm. I think one needs to balance the chat time noted by the 
observing teacher against these students’ admission that when they get bored of listening 
and writing they ’switch off ’– as they tell us in the report, quiet sitting does not necessarily 
equal learning.  
Drama languages teacher: I think the collaborative class-constructed texts that emerge 
from the group are particularly worth noting. That’s a well-tried strategy in early childhood 
education and ESL writing classes, at least in Australia and New Zealand, but here it’s at 
work in a ‘foreign’ language, middle school classroom.  
Drama educator: The collaboration and group enrolment was supportive for learners and 
afforded what Norton might call new positions from which to speak. As well as the normal, 
semi-competitive jostling to stamp one’s identity on the group, the learners now have a 
person to speak through which can both mask and emphasise earlier relations.  It is 
probable that, when the dramatic and classroom stakes were high, as in the Immigration 
Assessment, the congruence of group interest overrode any more destructive group 
dynamics.  
Drama-languages teacher: Yes, Dunn made a similar point about the less powerful group 
members having permission to speak when the group was in role.  
ICL specialist: The interaction in the role plays reminds me of an account by Kramsch and 
Sullivan of a Vietnamese classroom, particularly the verbal sparring in the No Food protest 
and the Raabe and Heinrich family Immigration Assessments. Kramsch and Sullivan refer to 
the class as family and see the relaxed collaborative text construction and banter as the 
result of well-developed emotional ties in the group which come from working together over 
long periods. They talk about the language play which bubbles up from time to time.   
Educational Philosopher: Perhaps the entrenched Western educational individualism 
impedes exploration of more communal language practices such as the drama affords. It’s 
interesting that the learners too articulate several benefits of group work quite clearly. The 
writer doesn’t document any group work for co-construction of prepared oral work or for 
written text; it would be interesting to hear more on this. 
Broadcaster: I think we’ve probably exhausted roles and relationships for now. What other 
elements of drama seemed significant for language learning to the rest of you? 
Drama-languages teacher: I thought the narrative which created the characters, 
relationships and events was equally important. It contextualised learners’ use of the 
playwright functions. They could relate to the narrative concepts of leaving, and of 
inadequate language skills, so they could access emotional resources to make meaning in 
this context. As Chapters 5-8 of the report show, most of them also had the TL skills- just! 
But narrative is also powerful because it moves learners into an imagined world. It allowed 
learners to feel, sense and ‘do’ a different time, a different place, a different community, 
while remaining anchored in the classroom setting. This duality or metaxis of two worlds 
affected classroom talk in really significant ways, as the student comments in Chapter 7 in 
particular highlight. 
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ICL specialist: Mmm. I think perhaps the word imagination isn’t given enough emphasis 
when we talk about intercultural literacy. As Greene tells us, it is a powerful tool when 
confronting difference. It does now appear very clearly in the new curriculum strand 
statements so this pedagogy offers one way to meet this criterion.  
Drama-educator: Agreed, and imagination is what develops the tension of metaxis as an 
umbrella for all kinds of other tensions, which as the writer describes often occurred 
simultaneously.  One really significant tension for me was the sense of unpredictability or 
mystery which pervaded the work.  No more, “Turn to page 74” or even, “Imagine you’re 
buying some apples”; the excitement of the unknown, the rejection of the mundane, really 
sucked learners in. You can see it in the Government Photographs, in the Ship’s List reading 
and in the Immigration Assessment.  
Applied linguist: And I was impressed by the opportunity for ironic or hybrid speech which 
the dramatic tensions afforded… 
Educational philosopher: …and I by the serious mood which was often engendered by 
tensions in the imaginary world. Students said they were sometimes learning because of the 
fun, sometimes because of the serious mood.  
Drama educator: Yes, Nicholson claims that drama can bring playfulness into the grey 
world of serious themes.  
Language theorist: I was interested that the report described the TL as another layer of 
tension.  
Drama educator: Of course, language is another element of any verbalised drama and 
therefore implicit in the tensions.  
Language theorist: Yes, I thought the dual language situation really showed these learners 
what a struggle speech can be. They had to work with the questions, “What do I say here? 
What fits this narrative and my role in it? Who am I speaking to at this point in time, in this 
place? What personal or group history can I draw on to make meaning?”. Carr calls them 
dialogic voices at play. 
Broadcaster: Any other element of the drama which you thought was significant? 
 ICL specialist: I was impressed by the impact of the use of time and space. Along with 
imagination, Kramsch sees them as key dimensions of intercultural communication. In 
Chapter 8 the writer shows us how these elements made connections for learners between 
here and there, now and then. Within and across these zones there were more connections 
between us and them, and me and us and them. The unspecified past on the ship, the 
specific past of Berlin, the learner as German speaker now and so on. This movable time 
frame could have helped the learners develop their sense of historicity; language as evolved 
and evolving through shifting cultural discourses. It also took them out of the ‘classroom 
time’ which is often measured in units of work; as we mentioned earlier, the unpredictability 
of the drama required them to span their learning experiences to find language to make 
meaning, a more useful rehearsal than tasks which just require performance of recent work.   
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Broadcaster: And you also mentioned space as an affordance. 
Drama educator: Space was important both as identified place and as bodies in those 
places. A sense of being on a ship or in Berlin was evoked through sculpted bodies on deck, 
sensual images of smells and sounds, bus journeys to work and maps of where the migrants 
lived.  
Educational philosopher: Mmm. Writers such as Liddicoat and Scarino continually write of 
“embodied experience” but, in practice, seem to deal in heads, fingers on pens or 
keyboards, and vocal chords. In this experience, bodies and imagination actually moved 
together beyond desks to explore these new spaces and the drama and relations enacted 
within them. The opportunity to ‘visit’ these other times and spaces triggered all kinds of 
connections listed in the report in Chapter 8, and they were as disparate as Tom’s internet 
search for the Berlin Wall information, Ali’s reflections on self and Nick’s on German war 
atrocities.  
Drama educator: Yes, I think blending the idea of connection from Scarino and Liddicoat’s 
work with Bundy’s work on aesthetic engagement works well in helping us define how 
intercultural literacy might be expressed by this age group.     
Broadcaster: Anything to add on the affordances of drama, anyone? 
Drama educator: I think we need to mention the importance of dramatic framing and 
distance here; the report confirms its importance as a tool to provoke reflection on the 
drama and the language in use. We know that the juxtaposition of the emotional and 
physical enrolment with the cognitive reflection is part of process drama’s pedagogical 
strength. This report seems to confirm this through Ali and Nick’s comments, and it shows 
how this juxtaposition can be exploited to benefit intercultural reflection in relation to 
language. As the report acknowledges, the teacher struggled a bit with the reflective task 
design and implementation, but her commentary on missed opportunities in Chapters 7 and 
8 illustrates the potential synergy between process drama form and intercultural experiential 
and reflective work.   
Broadcaster: Ok, so you’ve identified the key dramatic elements in play. You seem to agree 
with the writer that, on the basis of the data presented, they are related to the learner 
engagement in these intercultural language learning experiences. But do you think this 
engagement has an aesthetic dimension or is it just about fun and a sense of achievement?  
Educational Philosopher: I think a kind of aesthetic eloquence is achieved when the drama 
and the language come together in a way which is emotionally stimulating for creator and 
addressee. Like when Kit performs the creative feat of “Kann du nicht sehen?” and the 
teacher mentally goes “Wow!”, or when the whole class laughs as Nick and Kit forge their 
Captain-eating sequence, or when the Heinrich family realise there were six of them, not 
five.  
Broadcaster: And does the tension which the report associates with the language suggest 
that there is an aesthetic dimension to the TL use in the drama?  
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Drama-languages teacher: I think there perhaps is. The tense struggle to create the TL is 
amplified because making meaning matters to the story as well as to the school subject; 
when the TL is then successful for the speaker and audience in narrative terms, it probably 
offers its own kind of aesthetic satisfaction, a sense of connection between an aspect of who 
one is and what one is doing or experiencing in the moment. Tom’s adventurous beginner 
language validated the choice of pedagogy; Kate’s bouncing as she accumulated her 
weather description in Chapter 7 developed her successful learner identity; and Kit’s 
invention of the secret police was language play as narrative art. 
Broadcaster: Indeed. And with that thought, we will take our final break and return in just a 
moment to wrap up this discussion. 
....... 
Broadcaster: Hello again. To finish off tonight, we’re going to focus on how this report 
relates to the contemporary shift to intercultural language learning. To help us do this, we 
have a new guest with us in the studio, so let’s welcome the writer of this report. Good 
evening! 
Writer: Hello, and thank you for inviting me here.    
Broadcaster: In this second part of the programme, I’d like to examine with you the 
implications of this report in relation to the intercultural language learning of beginners in the 
foreign language classroom; primarily, the ways in which, as an action research report, it 
might help facilitate the translation of the intercultural language learning model - in this case 
through process drama - from theory into practice. Before we move on: the target language 
was German, wasn’t it? I’d like you to tell me if you think that limits the research in terms of 
the White Paper’s emphasis on Asian languages in Australian schools?  
Writer: Not really. I think what I say in the report could transfer to other classroom foreign 
language situations, and I say that because of the other research evidence. The literature as 
a whole demonstrates the feasibility of using drama to improve communicative skills in many 
different language classrooms, including the ‘reverse’ of the Asia century situation where 
Asian students are learning English in Asia.  Similarly, research in different global contexts 
also illustrates how drama can extend intercultural skills. This study simply links those 
research themes, as does Piazzoli’s work with Italian as the TL and Marschke’s with French. 
And, anecdotally, I have worked with a primary school teacher using drama for intercultural 
language learning through Japanese. So it seems likely that bringing the process drama and 
the intercultural language learning together would be perfectly possible in other foreign and 
second or additional language learning contexts.  
Broadcaster: But in the report you say and show that the work does challenge the teacher.  
Writer: Indeed; for all the reasons I describe across the report: drama-language teachers 
working to an intercultural model of language learning need to be ready to adopt a multi-
faceted role as actor, director, language teacher and playwright, juggling these roles from 
moment to moment as I illustrated in Chapter 5 of the report. Also, learners’ new roles give 
them power to act differently in relation to the teacher in role; power to play with the tenor of 
the talk and extend the permitted discourses, such as we see in the No Food role play and 
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the Job Circle experience. So teachers need to be open to a new unpredictability and 
ambiguity in the classroom talk, to a more even sharing of discursive control.  
Drama languages teacher: And in planning terms, you show how we have to be ready to 
make continual micro and macro re-adjustments to planned learning experiences, becoming 
researchers in practice if not in name. We have to juggle the experiential learning in role 
which stimulates a focus on meaning, with the connected but more distanced focus on form. 
According to the report, this also means extending our understanding of when reflection on 
form could occur and of what can constitute form in an intercultural context. I agree with you 
that this also involves developing new skills to facilitate substantive conversation and 
questioning.  
Writer: And very importantly, intercultural language teachers need resilience in the face of 
some peer disapproval or disagreement. To balance this, I had the students’ enthusiastic 
participation. This was participatory practitioner research, and it was extremely beneficial to 
tap into the learners’ expertise in the practice of teaching and to be open to their 
suggestions. Above all, we need to continually interrogate our own intercultural stance, as 
was the case when I interviewed Nick.  
ICL specialist: But there is much evidence in the report that the challenges also brought 
rewards for you as the teacher and for learners? And not just through the animation evident 
on your video extracts and photographs, but also in terms of facilitating an intercultural 
model of language teaching. The experience seems to entwine what the report labels the 
artefactual, socio-linguistic and reciprocal strands in the study of language and culture. 
Broadcaster: So how did the different intercultural approaches described in the report 
strands documented in the literature review pan out in the work?  
 Writer: Well, there were highs and lows. The artefactual stuff per se worked well. The 
dramatic setting provided a broad socio-political context, as with the migrants’ situation on 
the ship and the backdrop of Berlin in 1961. Many learners were glued to the historical video 
clips, and both Ben and Tom reported that they were provoked to either further research or 
thinking through new knowledge about post- war Berlin and its Wall - a historical and socio-
politically significant artefact. Similarly, using the authentic Ship’s List was very engaging for 
the learners, and both resources linked making meaning through language to cultural history 
very neatly.  
Applied Linguist: But the socio-linguistic story is more mixed?  
Writer: It is. As I hypothesised in the report’s literature review, the drama provided brilliant 
narrative situations, in which we could experiment with using the TL in different genres. Also, 
the complementary experiential and reflective strands of the drama framework/task cycles 
gave opportunities for reflection of all kinds; grammatical, pragmatic, discursive, 
paralinguistic and reciprocal. I think I took advantage of these opportunities in terms of 
grammatical noticing and practice, and I frequently linked drama games and related 
mnemonic and practice drills to different tasks; for example, I developed the memory game 
to build vocabulary for the storm soundscape which in turn provided vocabulary for the 
Immigration Assessment tasks. And in drafting the job application, my feedback invited 
learners to reflect on grammatical forms pertinent to their individual work. I also focused on 
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paralinguistics, for example in the Job Circle, and in the discussion around space, posture 
and facial expression for the freeze frames.  
Applied Linguist: The pragmatic focus seems to me less obvious - ? 
Writer: Yes, two reasons. As yet the students had limited language knowledge through 
which to explore alternative choices; and in terms of initiating reflection on utterances in 
relation to pragmatics I was very much a novice. I tended to rely on their noticing the 
pragmatic choices as in my treatment of the use of “Scheisskopf” in the Gossip Mill. In the 
Job Circle, I did provide appropriate terms when learners asked for new ways to reject the 
migrant job applicant - but with no debriefing involved. The tasks successfully played with 
the tension between what the learners wanted to say in English in this context and what they 
could say in German, but I could perhaps have done more to resolve the tension between 
system and meaning at a pragmatic and discursive level.  
Drama languages teacher: This kind of reflection on linguistic and discursive form in 
relation to genre was touched on by Willis and Marschke and it could enrich the grammatical 
reflective work around re-use, manipulation and transformation of language forms that we 
advocated earlier? 
Applied Linguist: Theoretically though, dramatic mushfake is great preparation for reacting 
to Halliday’s momentum and moment of each utterance. Drama creates the field, tenor and 
mode in the cultural context and learners choose what they can use. This develops the skills 
of discovery and interaction (savoir apprendre and faire) in Byram’s model of intercultural 
language learning. Admittedly, in the minds of beginners, the TL context is largely a replica 
of their L1 context, but that image will shift as they learn more about the cultural context and 
its historicity… 
ICL specialist: …and as the teacher learns to facilitate comparative and reciprocal reflection 
on language and culture. 
Writer: Yes, she can then enrich reflection further with the intercultural comparative layer. 
Not just “How would someone say this in the genre at this point in the TL, according to your 
L1 experience?” but also, “How is this combination of field, tenor and mode realised in the 
target culture, lexically, grammatically, discursively, pragmatically and paralinguistically?” 
Drama Language Teacher: Which leads to “How could that reflect what we know about the 
values and beliefs of people in the target culture?”; then “What about the way we say it in our 
first language/s; what in our cultural beliefs influences that?”; and, maybe, “Do all TL 
speakers do it in the same way?”  
Writer: So we end up with layered interpretations, all at work simultaneously, of what 
reflection on form can be in an intercultural language learning experience. But often layers 
were missing in this work. It’s the reason I say, with Gallagher and McLean, that it could 
have been so much better.  
Drama Educator: That’s the reflexivity of the action research talking… 
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ICL specialist: …and surely the point is, for a practitioner researcher, that your work shows 
how these opportunities are there for the taking? The drama at least sets them up by 
providing a context for interaction, a field, tenor and mode to be realised.  For example, in 
terms of the reciprocal work, you didn’t explore the heteroglossic nature of the word Wall in 
Germany in relation to a heavily loaded L1 word, but you show how easy it would be to add 
in the reflective task next time you teach the unit.  
Broadcaster: Leading on from that reference to reciprocal work, perhaps we can look at 
what did in fact emerge from the experience which could be what the report calls reciprocal 
thinking on the students’ part?  
Writer: I think this reciprocal strand is the source of the dialogic nature of intercultural 
language learning. It’s an awareness, as one creates an utterance, of the addressee or 
addressees; the understanding that culture and language are co-constitutive and that others 
carry different cultural and linguistic histories from oneself; and therefore meanings can be 
multiple and unpredictable, inclusive and exclusive, and negotiation is necessary.  Mushfake 
introduced learners to what Kramsch calls the intercultural skill of working out in the moment 
what practices are potentially usable to achieve goals in a particular context and which not.  
ICL specialist: I think there is a lot of evidence of dialogic thinking in the student work and 
comments, don’t you? 
Writer: Well….students told me that the work was hard, that they weren’t doing very well, 
but at the same time they said they enjoyed it. This could be seen as a 
Bakhtinian/Hallidayan sense of TL instantiation as challenging agency - both choice and 
struggle in the moment of uttering, but also satisfaction at meaning made. Learners also 
developed a contradictory awareness of language in context; firstly as a source of misery 
and frustration as when Kit positioned the migrants as hunted and Tom used the word 
“creepy”; and secondly as a powerful entrée or connector - as when they needed to speak 
German to pass immigration controls, or when Ben and Ali told me about chasing their family 
roots in Germany now they had the language.  
Language theorist: So using the TL connected them to new imagined-but-real communities 
and their associated D/discourses.  
Writer: Exactly. Nick showed the power of the drama to connect them emotionally to the 
historical discursive memories of a cultural or national group, and also cognitively to the trap 
of stereotyping these groups. For one of the ‘real’ migrant students, Ali, it also extended her 
reciprocal thinking in relation to her identity as a bilingual speaker in the sight of others; that 
she would be described using their discourse of difference.  
ICL Specialist: I think these understandings mean that learners displayed knowledge, 
attitudes and understanding which relate to Byram’s encouragement to use intercultural 
language learning to develop the citizenship skills of an open attitude to others (savoir être) 
and a capacity to engage with difference in a critical way (savoir s’engager)?  
Writer: Yes, this connection to the power of language to include and exclude both intra-
culturally and interculturally is so important to Byram’s (2006) conceptualisation of 
intercultural language learning as citizenship education. But, for me it’s not as easy to find 
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this emphasis in the approach of Liddicoat and Scarino (2013). To my mind, their work is 
inward looking in its emphasis on cognitive transformation of self, and in its emphasis on 
‘thinking about’ TL text more than ‘learning through’ the TL. I think the affective and physical 
dimensions of the experiential work are equally important to intercultural understanding, and 
more engaging for many students  
Broadcaster: Ok, Thank you for joining us tonight.  And finally, let’s look at the experience 
as a whole. Would anyone like to sum up for us?   
Educational philosopher: I will. It seems to me that the whole 18 week sequence was, of 
itself, an experience through which, despite hiccups, teacher and learners worked as artists 
and audience. They employed physical, affective and cognitive expression to create the art, 
which accumulated over time, using the craft of the language. There was sustained 
investment in the drama, juxtaposed with the reflective interviews, which ensured that they 
were not a passive audience, that there was disruption to their usual student role., this 
meant increased engagement in language learning - through drama - for all learners at some 
level, and a development in language knowledge and multimodal interaction skills in an 
intercultural context.  
What’s more, in the report we hear from Ali, Ben and Tom, still impressed by the work five 
months later, having had new thoughts and questions for the future. But will transformed 
thoughts affect their future behaviour in the real sense of education? Wouldn’t it be 
interesting to do a longer term study and find out if the experience, remembered as a 
discrete whole, can have any impact on learners’ intercultural attitudes and communicative 
behaviours much later in life?  
Broadcaster: And on that note we must close for this week. If you’re interested in what all 
this might mean for the teachers and students in Australia’s Asia century, take a look at the 
report on our website, www.sbs.asiawhitepaper/Bolton. You can also find a short paper 
some wider implications of the study. Thank you to everyone, and good night! 
 
End of transcript 
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Epilogue 
Research into experimental and innovative practice is particularly pertinent at this time of 
languages curriculum change in Australia. As the preceding Radio Discussion demonstrated, 
this thesis makes a significant contribution to the literature across a diverse range of fields 
including drama-languages education, applied linguistics, languages classroom practice and 
intercultural language learning. In making this contribution, it offers insights into the three 
contemporary issues driving this thesis, as cited in Chapter 1: the increased global interest in 
drama-languages pedagogy; a lack of student commitment to language learning in the 
predominantly Anglo-Saxon, English speaking nations; and the translation of intercultural 
language learning from theory and policy into classroom practice. I briefly summarise the 
thesis contribution to these issues, using the three concepts from the research question as 
organisers: the drama-languages pedagogy, engagement in language learning and 
intercultural language learning. Suggestions for further research extending these ideas are 
also offered.  
The field of drama-languages education 
A key contribution of this work is the way theory from several fields has been 
harnessed to explain how drama was both engaging and beneficial to intercultural language 
learning. It provides theoretical and practical evidence of Risager’s (2006b) claim that, 
“Studies of an integrative view of language can really flourish only in cooperation with other 
disciplines that deal with society, culture and the human psyche” (Risager, 2006b, p. 199). 
By bringing together concepts such as heteroglossia (language theory), salience (early 
literacy), tension (drama) aesthetic engagement (drama in education) and field, tenor and 
mode (applied linguistics), alongside learners’ work and commentary, I was able to offer a 
comprehensive explanation of the beneficial effects of process drama on intercultural 
language learning. These effects were that the pedagogy: 
 created a context in which meaningful TL texts  could flourish despite learners’ 
beginner status, 
 opened up comparative and reflective space,   
 extended permissions to choose language and take control of genres even though 
this transgressed the discursive norms of classroom talk, 
 brought together minds and bodies in what Kress (2004) might call a  
cognitiveaffectivephysical approach to learning and language and hence…  
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 provided an affective dimension to language use in an intercultural context and 
allowed for different ways of knowing, 
 acknowledged an aesthetic dimension to language creation and intercultural 
understanding, 
 had transformative effects, 
 catered for a mixed level class with different prior experiences and confidences in 
oral and written TL, 
 could be developed around a cumulative task-based sequence of work where the 
concept of task and form were expanded to accommodate intercultural language 
learning. 
The thesis has confirmed many of the findings of earlier research (e.g. Kao & O’Neill, 1998; 
Marschke, 2004; Stinson & Freebody, 2006) with regard to the affordances of drama for 
languages learning (“discussed in the Radio Discussion and summarised in Appendix O”) 
but it has also extended the field in the following ways.  
Most previous work in the process drama–literacy/languages field focuses on either 
oral interaction (Kao & O’Neill, 1998; Stinson & Freebody, 2006) or written (Crumpler & 
Schneider, 2002). In this thesis I extended this work through identifying the multimodality of 
the drama as a key affordance for engagement and learning in a diverse group of beginner 
language learners. Also with regard to diversity, Palecherou and Winston (2012), for 
example, identified benefits for marginalised learners, which are confirmed in this work, but I 
have also found evidence that the drama-languages approach extends linguistically gifted 
participants.  
Much has been written from a social perspective on the power of drama to transform 
intercultural understandings, and some of it is sited in the FL classroom (Cucino, 2005; 
Tarasheva & Davcheva, 2001). This study, however, connects a Bakhtinian socio-historical 
perspective on language with a Hallidayan concept of linguistic choice and a dramatic 
concept of “realness”. This enables an explanation of how the drama can combine an 
imagining into the drama, alongside an imagining how to create language, with a developing 
imagining of self and other in interaction.  
These conclusions have explanatory power for teachers from the fields of drama and 
languages education who are interested in drama-languages pedagogy. This power could 
also be used to persuade peers, school administrators and syllabus programme writers of 
the benefits of the pedagogy for different dimensions of language and literacy work.  
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Engaging middle school beginners in language learning  
This work makes a significant contribution to the field of intercultural language learning by 
revealing, in detail, the attitudes of a group of middle school learners to the experience. 
Language student comments were recorded for the school ICTLP project in 2007-9, and 
have also been a part of research in the tertiary sector (Stinson and Freebody, 2006; 
Piazzoli, 2008) but contributions from beginner FL learners are limited, yet they are crucial to 
an understanding of early engagement in learning. Several key points emerged from the 
commentary which could be usefully considered by syllabus writers and classroom 
practitioners when preparing to engage a similar group of language learners: 
 Learners’ definitions of fun were worth heeding; 
 Contingency in language work was exciting and productive; 
 Open-ended tasks challenged and accommodated diverse learners;  
 “Realness” of interaction led to a perception of integrity in the language itself and 
its relevance to students’ present and future lives.  
Intercultural language learning and task-based frameworks  
In the face of Liddicoat and Scarino’s (2003, 2009) lukewarm embrace of task-based 
learning as an intercultural model, the thesis confirms East’s (2013) claim that task-based 
learning can accommodate an intercultural language framework. It extends his work in 
exploring further what makes the concepts of task, form and reflection commensurate with 
an intercultural approach and by providing examples of each in a classroom context. The 
thesis contributes original ideas for future classroom planning frameworks. For example, it 
clarifies the intercultural conceptualisation of reflective focus on form, which comprises: 
 a focus on form approach to grammar, syntax, intonation, lexis and spelling,  
 a socio-linguistic focus on, for example, genre, pragmatics, and accompanying  
paralinguistics, 
 a discursive focus, in Gee’s sense of “big D” discourse,  on the (partially unknown) 
socio-cultural heteroglossia of the addressee,  
 a reciprocal comparison of these forms in relation to meaning-making between the 
cultures of self and others. 
The construct of intercultural language learning 
This research also contributes in a significant way to the developing construct of intercultural 
language learning, a particularly pertinent question in the face of the impending languages 
curriculum implementation with its understanding and communicating strands. In particular, 
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the association I have made between kinaesthetic and affective ways of knowing and 
intercultural language learning is worth future investigation in these areas:     
Symbolic competence 
As discussed in the Radio Discussion, the affective and physical characteristics of drama 
can develop symbolic competence (Kramsch & Whiteside, 2008), particularly its dimensions 
of historicity (evocation of cultural memories) and performativity (capacity to create and 
perform alternative realities). Much of Kramsch’s (2009, 2011) work is undertaken with older 
learners; this thesis makes a significant contribution by showing that this kind of learning can 
be achieved with beginner learners. Further research in a more culturally and linguistically 
diverse classroom will be worthwhile to extend the work of, for example, Dooley (2009) and 
Palecherou and Winston (2012) around intra-cultural reciprocity.  
The macro-skills 
The thesis makes a contribution to the field of applied linguistics in its detailed analysis and 
conclusions regarding multimodality in the FL classroom. I show that: 
 The “fifth skill” of kinaesthetic communication is crucial to communicative 
authenticity in the FL 
 Combined (synaesthetic) use of the macro skills, including the kinaesthetic, is 
effective for learning support and for communicative authenticity and therefore a 
more engaging, student centred and valid way to approach learning and 
assessment.  
This implies that quantitative and qualitative research into developing assessment constructs 
which accommodate new ways of viewing the macro skills - such as is ongoing in the 
TESOL area (e.g. May, 2011) - would also be valuable to intercultural language learning. 
Affective knowing  
In the thesis I extend Morgan and Saxton’s (2006) assertion that understanding, unlike 
knowing, has an affective dimension and apply it to the field of intercultural language 
learning. In the face of the new languages curriculum, this work is significant and timely, 
especially for those moving from a more exclusively linguistically-focused pedagogy. It 
connects the affective dimension of role, relationship and tension, which arises from the 
cultural and personal referents of the speakers (intercultural dialogue) to the affect 
expressed in the tenor and mode of speech (linguistic choice). It also suggests interrelated 
questions for a larger research project:  
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 Are “emotional, empathetic or metaphoric ways of knowing” (Ewing, 2010, p. 6) an 
effective way into intercultural language learning for all students?  
 What is their relationship to the more cognitive, verbal reflection encouraged by 
many researchers such as Lididicoat and Scarino (2013)?  
Transformed teachers; transformed learners 
In applying concepts of aesthetic engagement to intercultural language learning, the study, 
along with the contemporaneous work of Piazzoli (2012), breaks new ground in the search 
for ways to realise the critical citizenship dimension of intercultural foreign language learning 
(Byram, 2006). Piazzoli’s work is at tertiary level; together we demonstrate the 
transformative potential of the pedagogy across the proficiency range. It is time, therefore for 
a larger scale study into the integrated cognitiveaffectivephysical response to drama in the 
languages classroom.  
It is possible to say that most of the learners appeared to have been transformed in 
different ways through this language learning experience, whether it was simply as language 
learners or also as critical citizens of a multi-cultural, multilingual world. For these reasons, in 
a climate of disengagement from language learning, the process drama-languages 
pedagogy for intercultural language learning warrants further attention and, in concluding the 
thesis, my final question for practice and research is:  
“Can all this be generated without recourse to drama?  
 
 
 
 
To the Year 8 Class of 2009:  
Your good-natured fund of goodwill towards me and towards the research sustained me 
during data collection and still gives me joy every time I watch a video of you in action. 
Thank you. 
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Appendices 
Appendix A(1):  
Australian Curriculum:  Languages F-10 Draft Preamble, Rationale, Aims and 
Organisation December 2012 
http://consultation.australiancurriculum.edu.au/Static/docs/Languages/Australian%20Curricul
um%20Languages%20-
%20Draft%20Preamble,%20Rationale,%20Aims%20and%20Organisation%20-
%20December%202012.pdf  
Strands and sub–strands  
Within each strand, a set of sub–strands has been identified which reflect dimensions of 
content to be taught and learned across the Foundation to Year 10 continuum.  
The strands and sub–strands do not operate in isolation but are instead integrated in 
language use for diverse purposes in diverse contexts. The relative contribution of each 
sub–strand differs for different languages, pathways, and stages of learning.  
Following are brief descriptions of each of the strands and sub–strands.  
Strand: Communicating  
Using language for communicative purposes in interpreting, creating, and 
exchanging meaning.  
Socialising and taking action  
Socialising in interaction with others (in oral and written modes) to exchange ideas, opinions, 
experiences, thoughts, feelings, intentions and plans and to take action with others.  
Obtaining and using information  
Obtaining, processing, interpreting, and conveying information from a range of spoken, 
written, and multi–modal texts and to develop and apply knowledge.  
Responding to and expressing imaginative experience  
Engaging with imaginative experience by participating in, responding to, and creating a 
range of imaginative texts such as stories, literature, songs, drama, music, and popular 
culture.  
 
 
Moving between/translating  
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Mediating between at least two languages and cultures in communication (the primary 
language and the language being learned) and developing the capability to explain different 
perspectives to others, recognising different interpretations and points of view.  
Expressing and performing identity  
Establishing and giving expression to their own identity as individuals and as members of 
particular speech communities and cultures.  
Reflecting on intercultural language use  
Participating in the reciprocal exchange of meaning in communication and developing a 
reflective capability: a capability to reflect on communicative choices made in the target 
language and culture in relation to those available in one’s primary language and culture and 
on what this intercultural experience means for self in relation to others. 
Strand: Understanding  
Examining language and culture as resources for interpreting and making meaning in 
intercultural exchange.  
Systems of language  
Analysing and understanding the systematic nature of language and language use, including 
sound, writing, and grammatical systems, and textual conventions.  
Variability in language use  
Analysing and understanding the variability in the use of aspects of the linguistic and cultural 
system in diverse contexts (for example, setting, participants, roles and relationship) as 
appropriate to each society’s social and cultural norms, values, and beliefs.  
Language awareness  
Analysing and understanding the nature and function of language and culture in general in 
areas such as the changing ecological relationships of language and culture over time. This 
also includes diverse language use in communicating through new technologies, media, and 
literate practices that shape communication and the power of language.  
Role of language and culture  
Analysing and understanding the role of language and culture in meaning making, both in 
language use across languages and cultures and in language learning. 
Appendix A(2):  
American Standards for Foreign Languages Education 
http://www.actfl.org/advocacy/discover-languages/advocacy/discover-languages/advocacy/discover-
languages/resources-1?pageid=3392   
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NATIONAL STANDARDS FOR FOREIGN LANGUAGE 
EDUCATION 
 
A COLLABORATIVE PROJECT OF ACTFL, AATF, AATG, 
AATI, AATSP, ACL, ACTR, CLASS AND NCJLT-ATJ 
With the help of a three-year grant from the US Department of Education and the National Endowment for the 
Humanities, an eleven-member task force, representing a variety of languages, levels of instruction, program 
models, and geographic regions, undertook the task of defining content standards — what students should know 
and be able to do — in foreign language education. The final document, Standards for Foreign Language 
Learning: Preparing for the 21st Century, first published in 1996, represents an unprecedented consensus among 
educators, business leaders, government, and the community on the definition and role of foreign language 
instruction in American education. This visionary document has been used by teachers, administrators, and 
curriculum developers at both state and local levels to begin to improve foreign language education in our 
nation's schools. The NEW 3rd Edition Standards for Foreign Language Learning in the 21st Century, revised 
including Arabic standards, is now available. 
STANDARDS ORDERING 
ACTFL continues to play a leadership role in the collaborative project that was responsible for the development of 
national content standards for foreign language education. The project continues to operate, focusing now on 
professional standards, and the development of programs and publications to assist in the implementation of 
standards nationwide. 
STATEMENT OF PHILOSOPHY 
Language and communication are at the heart of the human experience. The United States must educate 
students who are linguistically and culturally equipped to communicate successfully in a pluralistic American 
society and abroad. This imperative envisions a future in which ALL students will develop and maintain 
proficiency in English and at least one other language, modern or classical. Children who come to school from 
non-English backgrounds should also have opportunities to develop further proficiencies in their first language. 
STANDARDS FOR FOREIGN LANGUAGE LEARNING 
COMMUNICATION 
COMMUNICATE IN LANGUAGES OTHER THAN ENGLISH 
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 Standard 1.1: Students engage in conversations, provide and obtain information, express 
feelings and emotions, and exchange opinions 
 Standard 1.2: Students understand and interpret written and spoken language on a variety of 
topics 
 Standard 1.3: Students present information, concepts, and ideas to an audience of listeners or 
readers on a variety of topics. 
CULTURES 
GAIN KNOWLEDGE AND UNDERSTANDING OF OTHER CULTURES 
 Standard 2.1: Students demonstrate an understanding of the relationship between the 
practices and perspectives of the culture studied 
 Standard 2.2: Students demonstrate an understanding of the relationship between the 
products and perspectives of the culture studied 
CONNECTIONS 
CONNECT WITH OTHER DISCIPLINES AND ACQUIRE INFORMATION 
 Standard 3.1: Students reinforce and further their knowledge of other disciplines through the 
foreign language 
 Standard 3.2: Students acquire information and recognize the distinctive viewpoints that are 
only available through the foreign language and its cultures 
COMPARISONS 
DEVELOP INSIGHT INTO THE NATURE OF LANGUAGE AND CULTURE 
 Standard 4.1: Students demonstrate understanding of the nature of language through 
comparisons of the language studied and their own 
 Standard 4.2: Students demonstrate understanding of the concept of culture through 
comparisons of the cultures studied and their own. 
COMMUNITIES 
PARTICIPATE IN MULTILINGUAL COMMUNITIES AT HOME & AROUND THE 
WORLD 
 Standard 5.1: Students use the language both within and beyond the school setting 
 Standard 5.2: Students show evidence of becoming life-long learners by using the language 
for personal enjoyment and enrichment. 
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Appendix B:  
Glossary of process drama strategies 
(Definitions taken from Winston, 2012, Neelands & Goode, 2000, and adapted for beginner 
TL classroom)  
 
 
STRATEGY 
 
 
DESCRIPTION 
 
EXAMPLE 
Body sculpting  A participant’s body is moulded by a 
partner to represent how a character 
feels or appears at a particular 
moment 
Sculpting bodies to match 
picture of refugees on 
ship’s deck 
Conscience alley  Participants form an ‘alley’ by facing 
each other I two parallel lies. One or 
more students walk down the alley 
and students in rows speak to them as 
they approach. They can give advice 
or perform as ‘good angel’ - ’bad 
angel’.   
Gangplank on arrival in 
Germany 
Freeze frame Groups work together to make an 
image of a moment in time with their 
bodies. 
Government photographs 
on departure from Australia 
Gossip Mill  Participants move freely around the 
dramatic space. When they meet 
someone they pass on information 
they are learning as the mill around, 
thus creating gossip.  
Gossip Mill on deck 
discussing life on board 
ship 
Hot Seat Participant assumes a role (indicated 
by a seat, a prop or a piece of 
clothing) and is questioned by the 
whole group.  
There is an element of hot 
seat in the No Food protest, 
but all participants are in 
role on this occasion  
Inside-outside 
circles 
Students are in two concentric circles 
facing each other. They ask a 
question pertaining to the dramatic 
moment or character of their opposite 
number who replies. One circle then 
moves on and another /similar 
Introducing each other 
once in role 
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question is asked of the next partner. 
Pre-text A stimulus to move participants into 
the fictional space. Can take many 
forms: realia, visuals, verbal text 
Ship’s List 
Role play Can be natural, ritual, whole class, 
group, scripted, spontaneous 
No Food- whole class; 
Immigration Assessment - 
group 
Shoulder tap  Associated with freeze frames; a 
frozen participant is tapped on the 
shoulder and describes how feels at 
that moment (Thought Tracking) or 
describes an aspect of the 
scene/event (Tap and Tell) 
 
Soundscape Sounds are made by the whole class 
using instruments, voice or body to 
accompany actions or to create 
atmosphere. 
Storm soundscape 
Teacher in role The teacher takes on a role ad joins in 
fully with the dramatic activity or 
interaction while also mediating the 
teaching purpose of the drama where 
possible 
Teacher as Captain in No 
Food 
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Appendix C:  
Initial & final questionnaires 
Initial questionaire 
 
Grade 8 languages research project 
 
Introduction 
This research is interested in :- 
 effective language teaching  
 how and why teenage students learn  
 changing ways of communication all over the world  
 the numbers of students who give up languages 
 
Perception of language learning  
 
a. Thoughts on learning an additional language as a skill for your life now and in 
the future 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Please turn over if you need more room for any answers 
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b. Thoughts on learning a language in relation to education of you as a person 
living in the  multicultural Australian community and a world which is far more 
‘connected’  
 
 
 
 
 
 
 
 
 
 
 
Language experiences 
 
c. Thoughts on past language classroom experiences  
 
Positive things Negative things Suggestions 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 Appendices  313 
 
d. List of languages spoken by you/your family at home/close relatives in 
Australia/overseas 
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Final Questionnaire 
 
QUT: KSHS  
End of languages project questions 
 
a. What do you think about the approach we have been taking to learning a 
language this year? Can you tell me how it has affected your attitude to learning 
a language? 
 
 
 
 
 
 
b. Please explain how the drama method we have been using compares with 
other language learning experiences you have had? 
 
 
 
 
 
 
 
c. What sessions or moments in the classes do you remember most, and why?  
 
 
 
 
 
d. What part of the whole experience do you think helped your German learning 
the most, and why? 
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e. Across the terms the teacher has adopted many roles in the drama. Please 
describe a role or moment you remember which helped involve you in the drama 
and/or the learning. 
 
 
 
 
 
 
f. Please rate each of these strategies as to how much it helped you to learn 
some German language:    
      Give each technique a mark out of 5 -  
 
5 helped me a lot 
4 helped me a little 
3 not sure if it helped 
2 don’t think it helped 
1 definitely didnt help me  
 
Classroom Technique Mark 
Freeze frames  
Shoulder tap (having to say somethingwhen I tap you in the freeze 
frame)  
 
Role plays in groups or pairs (e.g job centre interview, bus journey to 
work) 
 
2 circle ‘game’ (where ask a question the move to R or L)  
Gossip relays (where whisper down the line and write sentence on 
board) 
 
Hot seat (sit in circle and you ask 1 or 2 people questions)   
‚Haben sein’ sentence makers  (Ich bin , du bist, er ist, ich habe etc.)  
Vocabulary tests  
The interviews to board the ship and to get through immigration  
 
g. Now look at the list again (below), and please give each strategy a mark for 
how much it motivated you – how much it made you want to particpate in lessons  
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Classroom Technique Mark 
Freeze frames  
Shoulder tap (having to say somethingwhen I tap you in the freeze 
frame)  
 
Role plays in groups or pairs (e.g job centre interview, bus journey to 
work) 
 
2 circle ‚game’ (where ask a question the move to R or L)  
Gossip relays (where whisper down the line and write sentence on 
board) 
 
Hot seat (sit in circle and you ask 1 or 2 people questions)   
‚Haben sein’ sentence makers  (Ich bin , du bist, er ist, ich habe etc.)  
Vocabulary tests  
The interviews to board the ship and to get through immigration  
 
 
h. Tick or highlight which statement below suits you best (If none of them, please 
write your own response):- 
 
 I am very comfortable when the teacher speaks German to us/me. I wish she 
would use it more often. 
 I am very comfortable when the teacher speaks German to us/me. She uses about  
the right amount of German and English for me 
 I am usually comfortable when the teacher speaks German to us/me 
 I am sometimes comfortable when the teacher speaks German to us/me, but 
sometimes I get confused or frustrated. 
 I often get confused or frustrated when the teacher speaks German to us/me 
 
 
i. Tick or highlight which statement or statements below suit you best (If none of 
them, please write your own response):- 
 
 I feel as if I have learnt as much German as I could cope with in the time. 
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 I feel as if I have learnt some German, but believe I could have learnt more in the 
time 
 I feel as if I have both revised my primary school work and extended my German 
 I feel as if I have mainly just gone over my primary school work  
 I feel as if I have learnt very little German 
  
 
j. We have been imagining life as a migrant family, leaving home and starting 
life in a new country, and having to use a new language.  
Explain how the involvement in this drama has affected how you think about this 
migration experience and those who go through it. Be as detailed as you can. 
 
 
 
 
 
 
k. If you had to decide today which subjects to study next year, would you 
choose German?                          
Why? Why not? 
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Appendix D:  
Information and permissions related to ethical clearance 
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Appendix E:  
Interview Information 
Group Interviews (SI 1A-D)  
Examples of researcher questions from first group interviews (Flick, 2009):   
Conversational entry 
(Used in all interviews) 
General or specific 
prompting 
(Depended on student 
responses but often 
common across interviews) 
Ad hoc questions  
(Varied from interview to 
interview) 
 
First half of interview: 
Can you tell me how you feel 
about learning a language?  
 
Second half of interview: 
I’ve told you that I’m looking at 
language teaching and trying 
to develop ideas about all 
kinds of different ways of 
teaching languages. So is 
there anything you can tell me 
about your previous language 
learning experiences?  
 
 
 
Can you give an example? 
 
 
 
Can you try and tell me why 
all these things that you’re 
telling me you enjoyed, can 
you try and work out why 
you enjoyed them; specifics 
about them? 
 
 
 
 
When students seemed to 
unanimously like group work 
I asked,  
 
 
Are there any activities that 
you remember or that you 
know of from other classes – 
perhaps English or 
something – that you think 
there might be a point in 
working on your own 
sometimes? 
 
 
Group Interviews (SI 2)  
See Chapter 4: miss-recorded interviews: data from very short transcript and notes in journal 
on same day  
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Stimulated Recall Interviews (SI 3A-D)  
All questions were asked in pauses between watching the video  
Questions about actions 
and feelings 
Questions related to 
engagement 
Questions about task as 
assessment 
 
So did you … (Jackie) said 
to me that there was 
something going on while 
you were waiting? You’d 
been told that you had to get 
her on the ship. So can you 
remember what you thought 
and what you were doing 
while you waited? 
 
 
Did it matter to you that you 
answered the questions that I 
put (during the Immigration 
Interview?) 
 
Were you enjoying 
yourselves? 
 
What made you go along with 
it? 
 
 
Which way of being 
assessed did you prefer? 
 
Follow-up Individual Interviews (SI 4A, 4T, 4B) 
Conversational entry General or specific 
prompting 
Questions re ongoing effects 
of experience 
 
What do you think language is? 
What’s it for and what is it?  
 
When we were doing the 
drama, did you at any stage 
sort of feel like a migrant? 
 
 
You mentioned … a 
country’s beliefs and 
things. How do you 
connect that to the 
language?  
 
Did the experience on the boat 
with the migrants and the Wall 
and everything, did it change in 
any way… did it change in any 
way who you are or how you 
think about yourself?  
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Appendix F:  
Transcription notes 
 
Key 
//    overlapping speech 
? Kate probable speaker 
Student 4 Speaker unidentifiable 
……. Turns close but not consecutive 
 
Abbreviations used in the in-text references are indicated in Table 4.ii, Detail of data sets. 
 
Student names and numbering   
In both the anonymous questionnaires the sheets are numbered IQ 1-21 and FQ 1-20 (David 
was absent). Coincidence apart, because both questionnaires were anonymous, students 
have different numbers in each questionnaire. IQ Student 3, for example, is unlikely to be the 
same student as FQ Student 3.  To avoid over analysis of what could be two comments from 
the same student, I have generally used either comments from one or the other 
questionnaire to make a point.  
 
I sought to balance the intrusive classroom video recording with either anonymous 
(questionnaire) or faceless (audio recorded interviews) commentary records. Interviews were 
recorded onto audio tape or video (with the camera pointing at the floor), as ethical 
clearance was for audio recording only. Therefore, in checking transcription of the student 
interviews, there were some limitations on speaker identification. This is particularly true in 
the first group interviews (SI A1-3), perhaps because I hardly knew the learners and had not 
mentally matched statement to speech during the interviews. (One reason Nick is so evident 
in any audio recorded data is that his is the only breaking voice).  The group constituents at 
each interview, where known, are named in Chapter 4 in Table 4.ii, Detail of data sets.  
In the group stimulated recall interviews (SI 3A-D), connections made by speakers to the 
video often helped me to identify them. Where possible, in the extracts included in Chapters 
5-8, where one or more speaker is unidentifiable I numbered the unidentifiable students by 
matching voices (1, 2, 3), just for that extract , so it is clear if and where speakers change.  
 
Utterances on classroom video recordings were far easier to attribute since speakers were 
often visible, or names could be affirmed from the direction of the voice or gaze of others. On 
a few occasions I had to again adopt the practice of numbering speakers for a specific 
extract.  
 
Umlauts have been replaced with the use of the additional “e” convention for technical 
reasons.  
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Appendix G:  
Table 5.i Let’s eat the Captain!  
Transcript of Video F with teacher provided phrases  
Before the role play began, I provided several phrases in German on the whiteboard which 
students were to use to initiate the hot seat. When I, as Captain, came up on deck, they 
were to choose one of these phrases with which to accost me in a verbally aggressive tone. 
We discussed the meaning of the phrases and practised saying them first. This practice was 
intended to consolidate the phrases as language chunks for learners, and, when used to 
start the role play, they were intended to build belief in the fictional relationship between 
Captain and passengers and in the plot. I also hoped to use this structure to lead more 
dramatically or linguistically reticent learners into the exchange. 
 
Whiteboard phrases used before and during No Food role play  
(German only written on the board) 
 Wir sind hungrig! We are hungry! 
 Wir brauchen Essen! We need food! 
 Wieviele Kisten sind uebrig? How many boxes are left? 
 Was essen Sie Herrn Kapitaen? What are you eating, Captain? 
 Meine Kinder werden hungrig. My children will go hungry. 
 Meine Familie werden krank. My family will get sick. 
 Kein Essen und das Wasser ist braun! No food and the water is brown. 
 Was fuer eine Katastrophe! What a catastrophe! 
 Das reicht doch jetzt! That’s enough! 
 Wer kreigt das Essen? Who is getting the food? 
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Table 5.i   
Let’s Eat the Captain! (Video F 2009) 
// indicates overlapping speech     
    
Highlighted phrases taken verbatim from whiteboard  (See list above ) 
 
Translation 
 
Significant physicality 
 
T/C = Teacher in role (as Captain of ship)  
 
Nick, Kate, etc. Student pseudonyms 
 
1 2 
 
3 4 5 6 
Turn  
 
Transcript 
 
Playwright 
Function 
Linguistic 
Function 
Strategy  Commentary on language in use  
1 Kit: Wer ist der Essen? 
(shaking head, upturned 
hands for emphasis)   
Who is the food? 
T: Wo -there are your 
question words 
Where – 
Kit: Wo ist der Essen? 
  Transformation As we prepare for the activity Kit is already playing with language 
to get into role. I alert him to the list of question words on the wall. 
In forming this question Kit is already manipulating language and 
instinctively following the correct question format of: question word 
Wer/Wo followed by verb ist then subject der (das) Essen- which 
is the same as the English form after question words. I have not 
taught this as a structure but Kit has here been ‘pushed’ to form it 
and manipulate it (Swain, 1985). 
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1 2 
 
3 4 5 6 
Turn  
 
Transcript 
 
Playwright 
Function 
Linguistic 
Function 
Strategy  Commentary on language in use  
Where is the food?  
 
2 Claire is already thumping 
fist as I am talking about the 
process Kit, Hamish, Imogen 
and Anna are all 
gesticulating 
David is ‚warming up’ his fists 
on his knees 
   After a first abortive attempt, I enter the semi-circle and all 
students respond animatedly and together, protesting loudly with 
a chosen phrase from board.  
3 T/C: Was ist mit euch? 
...Was ist denn das? Was ist 
all diese Br...ouhaha auf dem 
Schiff? Was ist passiert mit 
euch? Was ist das Problem? 
// 
 
What’s the matter with you? 
What’s all this brouhaha on 
(Narrative 
introduction) 
Asking for 
information 
 I sit down and ask what the problem is. 
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1 2 
 
3 4 5 6 
Turn  
 
Transcript 
 
Playwright 
Function 
Linguistic 
Function 
Strategy  Commentary on language in use  
board? What’s happened to 
you? What’s the problem? 
4. Imogen: Meine Kinder si... 
My children are …. 
(One student is thumping the 
air in protest; Hamish is 
pointing energetically at me;  
Imogen raises self lightly out 
of chair as speaks;  Anna 
bounces hand on lap). 
 Describe to 
protest 
 Imogen enthusiastically leads the repeat choral protest – an 
indication of her involvement in the drama despite her limited 
target language repertoire. Then other students join in, repeating 
phrases rom the board. 
 
Similarly, the physical animation of many students indicates their 
engagement with the activity and their readiness to adopt the 
kinaesthetic mode to extend their communication 
5 T/r: Ok. Ihr habt kein Essen. 
Wir haben kein Essen. Alles 
ist wegflotiert/// 
Ok you have no food. We 
have no food. Everything has 
floated away. 
Review Describe to 
fob off 
 
 In response to the noisy, aggressive welcome the Captain is given 
he attempts to placate the passengers by a further playwright 
review of ‘the plot so far’. The defensive position I take here suits 
the narrative but also allows me to repeat some key vocabulary 
for learners. 
 
 
6 Nick: Wir sind hungrig!///   
We are hungry! 
Maintain 
 
Describe to 
protest 
 
Re-use  
 
Nick chooses a familiar phrase from the list on the board to ignore 
the explanation and maintain the protest. His intonation 
demonstrates that he understands the protest genre he is 
adopting (Halliday, 1978).    
7 T/r: (defensively) Die Kisten 
sind umgekippt/// 
The boxes have fallen over 
Review 
 
Describe to 
explain 
 In role as Captain I am defending myself against the attack by 
again explaining the immediate cause of the situation. As 
language teacher I am drawing on noticed language here - 
language students have been exposed to several times but never 
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1 2 
 
3 4 5 6 
Turn  
 
Transcript 
 
Playwright 
Function 
Linguistic 
Function 
Strategy  Commentary on language in use  
had an opportunity to use.  
8 Nick: Wir sind hungrig!    
We are hungry 
 
Resist & 
Reinforce 
Describe to 
protest 
Re-use teacher 
utterance 
Nick reiterates his previous comment. It is possible that is merely 
short of AL words, but he is determined to keep the interaction 
alive.  
9 Kit: Meine Kinder werden 
hungrig!/// 
(...indistinguishable other 
student speech) 
My children will get hungry! 
 
Extend 
 
Describe to 
protest 
 
Re-use teacher 
utterance  
 
Interestingly, Kit extends the narrative here without waiting for a 
teacher response to Nick’s statement, breaking the classic IRF 
classroom pattern (van Lier, 2006). He also is using a phrase from 
the board to extend the narrative, but one using a future tense 
which belongs very definitely in students’ passive knowledge 
(language which I will have used frequently but students are 
highly unlikely to have noticed). Later, at Line 26 Kit demonstrates 
that he has in fact understood it and can manipulate it. 
10 T/r: (placatory tone) Die 
Kinder werden ok. Das ist 
nur eine Woche: Montag, 
Dienstag, Mittwoch, 
Donnerstag, Freitag, 
Samstag, Sonntag.  
(counting days on fingers to 
show 7 =1  week) Das ist...///  
The children will be ok. It’s 
only a week: Monday, 
Tuesday, etc. 
Contra-
dicting an 
advance 
 
Describe to 
explain/ 
reassure 
 The Captain as playwright now contradicts Kit’s extension in order 
to minimise the impact of the disaster and reassure the 
passengers. My wobbly German indicates that I too am under 
pressure from the contingency of the situation. I extend my 
speech, one way to make it more comprehensible to beginners. 
This could be seen as a shift into what Gil (2002) calls pedagogic 
speech, but in the context the extension can just pass for 
emphasis by a frustrated natural speaker.  
11 Nick: Mein Kind ist tot.  
(Scattered laughter)   
My child is dead. 
  
Interruption -
comedic and 
resistant  
 
Describe to 
protest 
Manipulate This could be read as reinforcing earlier relevant contributions by 
extending Kit’s statement that the children will go hungry. It might  
serve a resisting function in the face of the captain’s attempted 
reassurance. However, it can also be seen as a comedic 
interruption which borders on sabotage (Dunn, 2011). Evidence of 
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1 2 
 
3 4 5 6 
Turn  
 
Transcript 
 
Playwright 
Function 
Linguistic 
Function 
Strategy  Commentary on language in use  
Nick’s behaviour in the wider data supports this reading. He is, 
however, sticking nominally to the script and manipulating relevant 
language. 
12 T/r: Dein Kind ist tot? Wo ist 
dein Kind? (Nick points to 
Tom) Er sieht nicht tot aus. 
Your chid is dead? Where is 
your child? He doesn’t seem 
dead. 
Resist Describe to 
contradict 
 This is an attempts by the Captain to ‘mop up’ after others in order 
to maintain the playwright opportunities (Dunn, 2010). It is an 
attempt to maintain the Captain’s role to resist the advance while 
also adopting the teacher role to challenge the student’s motive. 
My repair work is assisted by Tom’s next comment which takes 
everyone back into dramatic role.   
13 Tom: Ich bin krank.            
I am sick. 
Intervene to 
advance  
(& prevent 
sabotage) 
Describe to 
explain 
Manipulate 
 
This is a simple but inspired playwright extension by Tom (who is 
actually the real parent in this family). Tom perhaps picks up on 
the challenging implications of the previous statement, or at least 
on my wish to block it, and, manipulating well-rehearsed language 
(language which he has used in different contexts for different 
purposes) in a new situation, he helps me avoid the potential 
derailment. 
14 T/r: Du bist krank. Also. Dann 
w...als wir in Deutschland 
sind kannst du Medizin 
haben.  
You’re sick. Good. Then w... 
when we’re in Germany you 
can have some medicine. 
Reinforce 
Extend 
 
 
Describe to 
explain/ 
reassure 
 
 
 
 
 
Relieved to have avoided dealing with Nick’s glib introduction of 
death into the narrative I use the reinforcing function to affirm 
Tom’s statement instead. To understand my final comment, all the 
passengers have to understand are the words ‘Deutschland” and 
the cognate (word sounding similar to a well-known language, in 
this case, English), ‘Medizin”.  
15 Kate: Was essen Sie Herr 
Kapitaen? 
 What are you eating, 
Captain? 
 
Intervene to 
advance 
 
 
Question to 
confront 
Re-use teacher 
utterance  
Kate has picked a phrase from the board to advance the narrative. 
She confirmed the meaning of this phrase with me before we 
began the sequence and has apparently been waiting for a good 
moment to introduce it. Kate is re-using language here, but she 
chooses her phrase well in two ways: firstly, Nick’s semi-sabotage 
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 was an indication that the students had exhausted their capacity 
to extend the no –food-hungry themes for now and a new one was 
needed; secondly this switch of topic and somewhat aggressive 
move to get the Captain to ‘come clean’ adds to the narrative 
tension and re-energises proceedings.  
16 T/r: Ich? Ich esse nichts. 
Ich...ich habe ein Bisschen 
Brot. Nichts anders. Ein 
Bisschen Brot. 
Me? Nothing. I...I get a bit of 
bread. Nothing else. A bit of 
bread. 
 
Extend 
 
Describe to 
fob off 
 The Captain is responding to the question with familiar language 
but gives factual information which does little to directly invite or 
scaffold a response. Therefore, the most likely next playwright 
move is an advance – very difficult for some students. 
17 Kit: Kann du nicht sehe? 
Can you not see? 
Hands out, palm up, moved 
up and down for emphasis 
Intervene to 
advance 
Question to 
plead 
Transform Kit’s contribution is very sophisticated language use for a near 
beginner. Motivated by an imaginary emotion, he manipulates the 
form of a modal verb, plus infinitive, plus negative. By shifting the 
tenor of the argument to pleading rather than contradicting, Kit 
uses his playwright advance to extend and enrich the narrative 
language and mood  
18 T/r: Se...Was? Was? Sehe 
was? 
What? See what? 
Maintain   Here the Captain’s open response is a more effective teacherly 
attempt to scaffold further comment than in Line 12. By asking a 
question in response to a question I invited participation while still 
maintaining the defensive Captain role by feigning confusion. 
19 Student: (off camera) D... 
Gewitter   
Storm...  
Review?  Manipulate I think this is an attempt to review the effects of the storm  on the 
food supply – using just one word Gewitter this invisible playwright 
demonstrates his comprehension of the previous 2 turns but in 
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 this instance does not have enough linguistic resources to make a 
forceful contribution.  
20 Kit: Dass keine Essen 
That no food 
Reinforce Describe to 
explain 
Transform By this stage Kit is enjoying himself too much, linguistically, 
dramatically or both, and, his confidence lifted by his recent 
successful turns, he commands my attention with this extension of 
his previous turn (17). He is, however, returning to the lack of food 
theme again;  a limited target language experience or utterance 
bank (Bakhtin, 1981) means his L2 lexis (vocabulary) is limiting 
his capacity to perform the playwright advancing function without 
using phrases from the board  (Halliday, 1978). He draws on 
passive knowledge and his first language syntax. German speech, 
including mine, is littered with the preposition ‘dass’ , but, although 
it is as crucial to everyday German as ‘that’ is to English, it is not 
formally taught early as it changes the word order in a German 
sentence. But even though Kit’s sentence lacks a verb, the dass 
form would indeed be one valid way of complementing his 
previous  question: “Can you not see / that (there is) no food?”.  
21 T/r: Da ist ein bisschen 
Essen. Ihr kreigt ... 
There is a bit of food. You 
are getting… 
Resisting  Describe to 
explain 
 I am about to tell the passenger what excellent food they are 
receiving when Kit dismisses my response.The language in this 
sequence is an inaccurate (English) use of ‘so’ but Kit is 
determined to maintain the confrontation. His indignant tone 
masks his inaccuracy. Students follow the exchange and he gets 
support at Turn 30. 
  
22  Kit: So?/// 
L1 
Maintain Question to 
contradict 
L1 ‘posing’ as 
L2  
23  T/r:...alle Wasser/// 
All… water 
Maintain Describe to 
explain/ 
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reassure 
24  Kit :So?So? 
 
Reinforce Question to 
contradict 
L1 ‘posing’ as 
L2 
25 T/r: Ihr kreigt alle Wasser 
You’re all getting water 
Maintain Describe to 
reassure 
 
26  Kit: Keine Essen 
No Food 
Reinforce Describe to 
contradict 
Manipulate 
27  T/r: Viel Wasser  (other 
students starts to mutter) 
Lots of water 
Reinforce Describe to 
reassure 
 
28  Kit: Wasser ist braun! 
Water’s brown 
Extend Describe to 
protest 
Re-use 
29 T/r: Wasser ist? 
Water is? 
Maintain    
30  Kit + another St : Braun!/ 
Brown 
Maintain Describe to 
protest 
Re-use 
31  Nick: Ich bin bose!/ 
I am angry! 
Advance Describe to 
protest 
Manipulate A useful advance from Nick gets lost in the exchange between Kit 
and the Captain. 
32 T/r: Das Wasser ist braun.  
Das ist ok; ein Bisschen 
(Sts mumbling - inaudible 
Maintain  Describe to 
fob off 
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The water is brown. That’s 
ok. A bit. 
33  Hamish: Rosa (??) Barely 
audible 
   
34  David & Nick: (banging fists 
onto knees but also smirking) 
Wir sind hungrig!  
We are hungry! 
Maintain  Describe to 
protest 
Re-use Although this is a repetition of earlier protest by Nick it is very 
unusual for David to draw attention to himself in any way in class. 
35 T/r: Ihr seid hungrig. Ja, ich 
auch. Meine Offiziere , meine 
Offiziere sind auch hungrig. 
Sie kreigen nur ein Bisschen 
Essen 
You’re hungry. yes, me too. 
My officers are hungry too. 
They are only getting  a bit of 
food. 
Extend Describe to 
mitigate 
 Technically (and culturally) passengers would be addressing the 
Captain as Sie not du, using the formal form of ‘you’. and vice 
versa, and I instinctively do this here. Contrary to usual practice of 
learning this difference very early in the German course, I find the 
change in verb form it requires makes for unnecessary complexity 
in the very early stages of learning. I would integrate it into the 
next stage of learning, or it could usefully have ‘emerged’ from the 
later written Job Application. 
36 Kit: Essen ist entsetzlich. 
Food’s disgusting 
Extend Describe to 
protest 
Advance Kit uses the word entsetzlich- complex to pronounce and 
remember but encountered and practised earlier in the work. 
37 T/r: Das Essen ist entsetz... Resist Describe to   
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das Essen ist nicht 
entsetzlich/// 
Food’s disgus.. the food is 
not disgusting! 
contradict 
38 Kit: Ja-a/// 
Yes 
Maintain  Re-use  
39 T/r: Das Essen ist 
wunderbar. Schmeckt/// 
The food’s wonderful. Tasty. 
Maintain Describe to 
contradict 
 Here the exchange is losing energy; Kit has run out of resources, 
resorting to Ja and Nein to maintain the argument. I have used up 
all the words I can think of to describe food and am thinking that 
since it has become a ‘one person show’ we should close the role 
play.  
 
 
 
 
40 Kit: Nein 
No 
Maintain  Re-use 
41 T/r: Lecker 
Tasty 
Extend Describe to 
contradict 
 
42  Kit: Wasser ist… 
Water’s… 
Maintain Describe to 
contradict 
Re-use 
43 Imogen: (tentatively) Was 
fuer eine Katastro...! 
What a catastrophe! 
Intervene to 
advance 
 
Describe to 
complain 
Re-use teacher 
utterance 
 
Again we see a well- chosen phrase used at an opportune 
moment to advance the narrative. Reminded by Kit of the loss of 
food, Imogen remarks that it is a catastrophe. As with Kate’s 
advance above (L11), this is evidence of the importance of the 
visual support of phrases on the board to the participation of some 
learners. Imogen is not a beginner but a student who, by her own 
admission (S2) is slowly learning, through drama, the language 
she found very difficult in past classrooms. She admits she never 
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learns her vocabulary homework, and as she was listed as having 
literacy difficulties, it is probable that environmental cues will be 
important to her for a time.  
44 T/r: Was fuer eine 
Katastrophe? Ja ,das ist ein 
Bisschen Katastrophe, aber 
nur eine kleine Katastrophe. 
See-saws hands, palms 
down  in gesture of mitigation 
and shows ‘’klein” with thumb 
and forefinger in semi-circle  
What a catastrophe? Yes, a 
bit of a catastrophe but only 
a small one. 
Resist 
 
Describe to 
mitigate 
 Anxious to validate Imogen’s contribution, I repeat her phrase to 
show I have understood and accepted it in the narrative, then I 
draw on a familiar adjectival pair (small/large) to argue with her . 
45 Kit: (definitively) Eine grosse 
Katastrophe!  
A huge catastrophe!       
Reinforce 
 
Describe to 
contradict 
Re-use Peer 
and teacher 
utterances  
The change of direction and my resistance to it has re-invigorated 
Kit. Picking up on my simple adjective replacement he starts an 
argument with me by reverting to the adjective’s familiar opposite  
46 T/r: Grosse Katastrophe, 
meinst du? 
You think it’s a huge 
catastrophe? 
Maintain 
 
Asking for 
opinion 
 I am probably playing for time here, hoping the students will make 
an advance in some way and maybe also wondering how I can 
help them. I was very aware that the floor was held by only a few 
students and that the dramatic focus was intermittent. Here, and 
each time there was a lull such as before Line 11 and Line 17, I 
wondered whether it was time to shut the activity down, and each 
time a student surprised me by advancing the narrative in some 
way.  
47 Tom: Wunn Essen kommen? 
W... food come? 
Intervene to 
advance 
 
Question to 
intimidate 
Transform Perhaps recognising the limitations of the previous exchange Tom 
makes a risky move for a beginner. He intervenes to advance the 
narrative by combining a question word, wann (all question words 
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48 T/r:Was denn? 
What’s that? 
Maintain 
 
Clarification 
request 
 were listed on wall of classroom) with well-rehearsed vocabulary, 
Essen, and a verb, kommen, which he has rehearsed frequently in 
very different contexts.   
My slowness to understand him leads him to fall out of role 
momentarily and speak in English (Turn 51) as an embarrassed 
middle school student, leaning back in his chair and glancing at 
his neighbour; he is responding to my confusion and correction as 
if I am a teacher rather than a Captain, but his linguistically clever 
playwright intervention has repaired the hiatus. 
49 Tom: Woen Essen kommen  
W... food come? 
(pause as T decodes) 
Maintain 
 
  
50 T/r: Wann! Wann kommt das 
Essen? Tom nods 
When! When will the food 
arrive? 
Maintain Clarification 
request 
 
51 Tom: Yeh, right 
Rocking  on chair, glances to 
Nick 
  L1 
 
52 T/r: Das Essen kommt in 
Deutschland. In Deutschland 
ist das Essen gut, ja? Ihr 
koennt viele (big hand 
gesture) Suppen und 
schoenes Brot essen...//  
Food will arrive in Germany. 
The food’s very good in 
Germany, you know. You 
can eat different soups and 
lovely bread.... 
Extend 
 
Describe to 
predict and 
reassure 
 I am defraying the question, maintaining the Captain’s defensive 
role.  
53 Kit: Alle werden tot... 
Everyone will be dead... 
Much muttering from sts from 
here on. T volume rises  
 
Intervene to 
interrupt 
 
Describe to 
predict and 
protest 
Manipulate 
 
Kit once more returns to the fray; resisting my attempt to develop 
an optimistic narrative , he employs the interrupting function to 
thwart my attempt at distraction via another new language 
combination.  
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54 T/r: (incredulously) Alle 
werden tot? 
Everyone will be dead? 
Resist Question to 
express 
disbelief 
 I am now very aware of the loss of focus in some quarters- 
students have already maintained this interaction for longer than I 
had anticipated.  
55 Kit: (insistently) Ja! 
Yes! 
Maintain   Kit maintains his playwright position 
56 T/r: Nein ihr seid nicht krank; 
ihr seid ok.  
No, you’re not sick, you’re 
alright. 
Students 
animatedly/restlessly 
throwing in inaudible words 
and moving on chairs. Some 
addressing comment to 
Captain, some centred on 
student who is muttering 
Resist 
 
 
Describe to 
contradict 
 
 
 
The interaction is petering out here and focus is largely lost. 
 
 
57 Hamish: Ich bin tot!  
Points to self 
I am dead! 
Intervene to 
interrupt 
Describe to 
protest 
Re-use peer 
utterance 
I am now wrapping up the activity and ignore Hamish’s comment, 
if I heard it -probably for the same reason that I resisted the 
similar comedic interruption by Nick.  
 58 T/r: Habt ihr... habt ihr...seid 
nicht...(inaudible) . Nein, das 
ist gut...Also wir haben was 
gemacht.../// 
Have you... have you...you’re 
not.... No, that’s good... Ok, 
we have done something ... 
Intervening 
to advance 
Closing 
interaction 
 
59 Nick: How do you say, „Let’s 
eat the Captain“ ?  
Intervening 
to advance 
Question to 
suggest 
 
 
In this class role play activity, Nick’s contributions have twice 
bordered on sabotage of the dramatic frame, but here I suggest 
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Nick is off camera but much 
laughter including T. 
 
 
 
   
 
 
 
 
 
that this is a comedic interruption, stretching the dramatic frame 
but not collapsing it (Voss Price,  ; battery horse). In the 
circumstances of death, hunger and sickness, eating the Captain 
they all disliked seemed a slightlysilly but feasible intervention. 
The laughter it provoked (from me too) was warm and shared and, 
instead of bemoaning the complete loss of focus it entailed, it can 
be regarded as an inspired playwright move to conclude the 
narrative episode, and an indication, in the spontaneous laughter, 
that everyone understood some of the German and was following 
the story-making. 
60 T/r:Wir koenten vielleciht 
Rattensuppe essen// 
We could perhaps eat rat 
soup? 
Resist Question to 
suggest 
 I am here resisting Nick’s playwright move but also reinforcing his 
idea that we have to eat something. We have encountered the 
Ratten aboard the ship before , and combined with the repetition 
of Suppe, some students will understand this counter-suggestion. 
61 Kit: (excitedly) Der Captain 
ist Essen! Der Captain ist 
Essen! 
The Captain is food! The 
Captain is food!  
Pointing firmly at T/r, grinning 
widely and glancing across to 
Nick 
Reinforce  Describe to 
suggest 
Transform peer 
utterance 
 
The reinforcement provided by Kit in German for Nick’s advance 
in English was joyous in its muddled interlanguage; he was so 
engaged with reinforcing the intervention that his advanced 
knowledge deserted him as he pointed triumphantly at me 
exclaiming “Der Captain ist Essen! Der Captain ist Essen!” (The 
German is Kapitaen with an extra syllable). The sense of 
successful collusion with his fellow passengers to outwit me and 
of collusion with Nick to challenge the teacher in role as the 
Captain is magnified by the pointing, the extreme animation and 
the glance to Nick. 
62 Ti/r: Der Kapitaen...nein, das 
geht nicht. Meint ihr, dass es 
gut waere wenn ihr das 
Extend Question 
asking for 
opinion 
 I am maybe trying to milk the universal appreciation of Nick’s 
intervention to draw a response to a simple question from more 
students.  
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Kapitaen isst? //(Kit interrupts 
with ‘essen’). Ist das gut oder 
nicht?  
The Captain... no, that won’t 
work. Do you think it would 
be good to eat the Captain? 
Is it good or not?  
63 Nick: Nicht! (& mixture of 
“Gut/ nicht, “ from several 
sts) 
Not! Good! No 
Tom lifts hands in air in 
triumph, grinning 
Maintain   Several students are responding quietly at once by now – and 
Tom’s triumphant gesture reinforces the irony of the playwright 
advancing function used also to undermine the teacher’s usually 
dominant position in the classroom.    
64 Kit: Der Kapitan ist Essen 
gut!  
(loosely) Eating the Captain 
is a good idea 
Or (unclear) 
The Captain is good food.  
Points accusingly at 
Captain/teacher  
Extend  Describe to 
suggest 
Transform peer 
utterance 
Having worked out how to express Nick’s phrase in German, Kit 
now continues in German. He is perhaps calmer and now uses 
the German word for Captain and extends his narrative, albeit in 
an ambiguous exclamation.  
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Appendix H:  
The Sophie: A process drama  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
T/R: Okay, the focus for our drama is that as I said before, we’re going on a journey 
and the reason we’re going on a journey is that Australia has new laws. Terrorism 
is on the increase in the world. People are getting very suspicious and fearful. 
Government has reverted to the policy similar one to the one used in the White 
Australia policy and unless you have an English or an Indigenous surname, you 
have to leave the country. You are about to be sent out of Australia because you all 
have German surnames. You’re going to travel by ship to a country where they 
speak German. You are only allowed into this country, which has a similar sort of 
policy, if you can speak some German. So you have the length of the voyage to get 
enough German to be able to persuade the people on the ship and the people in 
the new country that you can speak enough German to get by. So the narrative we 
are going to do is the story of that…what happens on the journey…Okay, the ship 
is called Sophie. It’s the name of a ship which did actually travel between Germany 
and Australia in the 19th century carrying people who were moving between the two 
countries. To enter the new country, you’re going to have to answer questions in 
German and you’re going to have to speak to these people. It’s going to be a very 
long journey, however, so you are going to have some chance to learn… (VIDEO 
G, L46-61,70-75) 
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As described in Chapter 3, process drama is a style of drama in education which is a 
pedagogical technique. The emphasis is on process, not a theatrical end performance.  The 
drama is designed to connect learners to a socio-cultural issue in or beyond the classroom 
or learning site. To drive this connection the drama is designed to pursue a focus question, 
in this case:  
What is it like to leave your homeland for ever and live in a new country using a new 
language? 
The strategies used (in bold in this document, and described in Appendix B) are sometimes 
peculiar to this form of drama and sometimes familiar to all kinds of drama, and even to oral 
work more generally in the humanities. As well as using a range of strategies, process 
drama employs a framing principle, also discussed in Chapter 3, whereby participants enrol 
and take part in episodes from different perspectives on the action; for example; they enact a 
role play, then report on the incident for television – a different time, place and voice 
changes the text produced. A more distanced perspective can also be gained from reflection 
on an episode without using any dramatic frame.  
The narrative for the drama is not pre-scripted, although the teacher usually has a 
good idea where s/he loosely wants it to go in order to achieve the goals of the learning 
experience. For the learners the plot can be, at least in part, unpredictable, to allow for a 
sense of agency on the students’ part. In this drama, for example, the students decided what 
the consequences of the storm at sea would be. This ensures that the students feel a sense 
of agency in a manner useful to provoking thought and participation. The sustained nature of 
a process drama, whether it be over half a day or a term, is one of its strengths, as it adds 
depth and complexity to the drama work. To pick strategies from the pedagogy and use 
them from time to time as classroom activities can be useful to language teachers, but it is 
not process drama. 
The drama 
Please refer to Appendix B, “Glossary of process drama strategies” for explanations of 
highlighted activities and to the unit plans in Appendix I and J for the termly task sequences.  
The setting for the drama is this: because of escalating acts of terrorism in Australia (see 
textbox at top of section), all residents with a foreign name are to be deported back to their 
country of origin, which they will only be allowed to enter if they can speak the local 
language. The students, therefore, gradually enrolled as families with German names. It is 
usual for a process drama to have a pre-text to begin the drama. Mine had to orientate 
students to both the dramatic narrative and some of the language needed in the early 
stages. Shaun Tan’s picture book “The Arrival” was ideal as the lack of words meant I could 
use it as both a story of an unspecified time and place and as a bilingual text. We talked 
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about one particular picture as the pre-text; a man and a woman are in a kitchen looking at a 
closed suitcase on the table. 
The theme of departure was thus introduced and learners then deciphered 1865 
passenger lists (Ship’s List) from the ship, “Sophie” which left Hamburg for Moreton Bay in 
1865.  They enrolled as passenger families on this old ship. We used an inside-outside 
circle focus activity to drill to revise self -introductions using the new identities. 
The passengers discussed how they felt as the departure loomed, then had family 
photos taken for government records and told how they felt. They boarded the ship, giving 
name and age to me, enrolled (with hat and check list) as the Captain, then milled around on 
the deck introducing each other through an adapted gossip mill. We used another of Tan’s 
illustrations to sculpt body shapes of passengers on deck and described what could be 
seen, heard, felt, tasted and smelt from the ship. Then each family made a freeze frame to 
show how they were feeling and I photographed the frames. Students then filled in speech 
bubbles for these photographs to show passengers’ thoughts, marking their shift from mainly 
oral to written language creation. To follow from this, as a mid-term assessment, I provided 
an exam-condition test, but one with a strong relationship to the drama. I designed a reading 
task where students had to, firstly, match captions to their photographs for an album to send 
home and, secondly, say how they would respond to official signs around the ship (Appendix 
L).  
A storm at sea was then presaged by practising a chanted soundscape, describing 
the weather as it deteriorated. A ‘memory’ matching game provided the language form focus. 
Family groups designed freeze frames, which I photographed again, to show the effects of 
the storm as it was happening. 
 
 I chose some of the pictures to develop a story which mixed two student ideas, 
telling the story of the storm when an elderly parent has been rescued but all the food boxes 
have been washed overboard. This was followed by another frame which shows specific 
effects of the storm and loss of food. I used this frame differently; by using both L1 and L2 to 
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ask students what they thought their peers are showing in each frame we amassed 
vocabulary to talk about the disaster. For example, through the freeze frames, students 
wanted to say that the rescued father was ‘half dead’, there were rats on board, a child was 
sick. 
Following this the passengers held a protest meeting in role, asking the Captain what 
he could do about their lack of food. This was a whole class role play in the TL, where the 
passengers confronted the Captain (Appendix I) and, although phrases were provided 
beforehand (Appendix G), the development of the interaction was completely spontaneous. 
We briefly discussed what students could now see, hear, smell, feel, and taste as we neared 
the German shoreline and each family made a freeze frame of the family approaching the 
dock and responded to a tap and tell.  
The disembarkation provides the major assessment, for the term, performed in family 
groups. This time the non-traditional element of the task is that it is the family who must pass 
the immigration interview, not the individuals; it is a condition that everyone must reply to a 
question or two to get the family through, 
but they can work as a group to survive. 
Much of the preparatory language focus 
work was done through two popular 
activities (See Figure 7.i). One was a 
team relay game where answers to my 
question were passed from one team 
member to another until the last person 
had to write it on the board. The other 
was a version of ‘beetle’ where students, 
playing in family groups, had to complete a cardboard person. They threw dice to win a 
chance to respond to a question about themselves (i.e. themself in role as a passenger). 
These questions were written on body parts of the cardboard figures each of which 
corresponded to a number of the dice throw. If answered correctly the player took this body 
part. The winner was the first to collect a whole body. As is obvious, this kind of focus drill 
was far removed in mood, content and tone from the dramatic enrolment required for other 
activities. 
To undertake the migrant entry interview as a whole class/group role play I became 
an Immigration Officer and sometimes I also enrolled two students as Officers to assist me in 
questioning the passenger families. Each family was interviewed in turn as the others 
watched, either from the deck or from the shore. The questions were the ones already 
practised but in unpredictable order and allocation. Other non-rehearsed questions 
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sometimes arose from the passengers’ answers. One group had volunteered to smuggle in 
the stowaway (a visitor to the class that day who serendipitously had a German surname) 
and had to deal with the unpredictability of this situation in front of the Immigration Officer. 
For dramatic tension and the opportunity to reflect on the issue, I wanted to refuse some 
passengers entry or rescind their permission as they landed, but time was a monkey on my 
shoulder by this time of the term and, after much thought beforehand, I had decided to allow 
all the passengers through.  
The Term 2 drama began as the passengers became migrants living in Berlin in July, 
1961 (Appendix J). Once in their hostel, the migrants watched a prepared video (teacher as 
news announcer, university student as interviewed migrant) of a news announcement of the 
ship, Sophie’s, arrival on local television. Then they watched L1 videos of Berlin in 1961, 
showing students the World War legacy of a divided city and foreign troops in residence. I 
had amalgamated several YouTube clips in English to give students a brief picture of the 
history and the political mood of Berlin in mid 1961 through photographs, documentary film, 
commentary and maps. I avoided all reference to the Berlin Wall which was erected slightly 
later on August 13th 1961. 
 After some consolidation work, using a sentence maker activity, I led a discussion in 
English about the need or not for migrants to speak the language of the country they were 
emigrating into. I wanted to develop the idea of several sides to the story, and we also 
speculated on why people might hold certain views. Students were then divided into 3 
groups: passengers, local people welcoming the migrants, and locals who did not want them 
there. In a kind of conscience alley activity, the passengers had to walk down the 
gangplank being welcomed and accosted by the other groups using slogans.  
To transport the students into a different space as they arrived in their new land, we 
looked at another picture from The Arrival of the now migrant man, alone in a strange town, 
holding his suitcase. Learners then performed a ritual role play to build belief in the isolation 
of a new migrant. Students in role as employers in the town made a circle. One student 
carried the suitcase and went to each person in the “Job Circle” in turn (Appendix J), asking 
for help to find work. To ritualise the activity through repetition, the migrant asked the same 
question each time and each employer had been told to refuse with a “Nein!” and turn their 
back. As we did this some students wanted to include other language into their response. 
Therefore we then did the activity a second time with another student in the middle, 
focussing on different language to refuse with.  
Then students were given adverts for jobs to translate (taken off contemporary 
Internet German job advert sites and adapted to 1960’s context). In this case translation was 
a highly authentic model of what families would do together when searching for a job with 
minimal language.  They had dictionaries and could ask me as the hostel warden for help. 
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This raised the question of which jobs language limitations would preclude. The jobs were all 
situated in different suburbs of East and West Berlin – not yet fully divided. The final 
assessment task for the end of term was to be a written job application, in role, for one of 
these jobs. This was a substantial task, especially for the students who were absolute 
beginners and necessitated much language focus work (Appendix K). However, I also 
wanted to maintain student engagement in what is, for many, the less engaging mode of 
writing. This meant we had to move the story in several directions which presumed these 
migrants had already got their jobs before they had completed their applications. Fortunately 
variance to sequential narration is possible in process drama (Appendix J), and students did 
not question the interrupted sequence.  
Students focused on forms in various ways to prepare for the application; they mimed 
jobs and others guessed (and I photographed a frozen mime to make memory games); 
 
 
 
They matched skills to jobs and stated and wrote what skills and characteristics they 
had which matched jobs; they practised - and a few of them adapted - a teacher-scripted 
role play of an interview in a job centre. They did a crossword puzzle related to jobs with 
clues and answers in German.                                               
Meanwhile, we were also pursuing the drama. The students all had jobs now (the 
younger passengers became adult in this role) and were resident either in a migrant hostel in 
West Berlin all week, or on weekdays they live in semi-rural far East Berlin (fishermen in 
Spreewald).  After looking at maps and linking them to earlier YouTube maps, we labelled 
different parts of the classroom as different suburbs and decided who lived closest and 
furthest from the base hostel.  
In an effort to add tension to the narrative I provided two ripped letter scraps for 
students to decipher in their hostel. One of them had ‘found’ the torn paper near the waste 
basket. In pairs students had to work out what their section might say; the scraps mentioned, 
for example, running out of time, digging for 300 metres. Students found this very difficult to 
decipher and I had to adapt the activity. To conclude, the migrants interviewed the wardens 
of both hostels (me and another student I had briefed) to try and discover what was going 
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on. I provided numerous clues, visual and verbal, but students, unaware of the impending 
existence of the Wall, struggled to work out that the wardens were digging a tunnel from the 
East to the West in the face of increasing hostility between the Eastern and Western sectors. 
Too little language focus on relevant language in this period contributed to this problem- job 
application grammar was taking up language focus time.  
One day, we enacted taking the bus (I was the driver), students having said where 
they lived and worked to prepare for the journey. Some of these 12-13 year olds had few 
reservations about bouncing up and down on the spot as if they were aboard a bus; some 
raised their eyebrows. They ended up in suburbs across East and West Berlin. This was the 
time the Wall went up. I asked each family to raise their hand in turn and every one was, by 
chance, split between East and West. I asked for a freeze frame of their reaction. By now 
time was, as always, running out, limited tension was dissipating, family groups were 
becoming stale. The students did a final brainstorm of what this meant for families, and 
watched further YouTube video on the erection of the Wall, the bloody repercussions and 
the amazing successful escapes.  Then a final freeze frame of their family’s story with oral 
sentence captions. – resignation, escape or disaster?   
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Appendix I:  
Term 1 unit plan 
Each colour is a task sequence linked to an informal or formal assessment task, in bold. 
All activities in TL unless stated. For language drills and games  
1. Imagine who the family in Tan’s illustration is and what is happening 
2. Read Ship’s List 
3. Decide what 4 things you most want to take.  
4. Government family photo 
5. Shoulder tap emotion at time 
6. Fill out ticket with name, family and age 
7. Give name and age to Captain as board ship 
8. Imagine what can see, hear, taste and see on the old ship 
9. Freeze frame of family on deck. Imagine and say how might feel 
10. Follow captain’s instructions to scrub deck etc. 
11. Find your character in Tan’s illustration of families on deck and sculpt body to match 
12. Shoulder tap to say what can see, hear etc.  
13. Gossip mill the state of the ship 
14. Fill in speech bubbles for a member of the family on freeze frame photo 
15. Scripted soundscape practised for ‘A storm is coming” (Appendix X) 
16. Interview students about language learning  
17. Freeze frame an incident resulting from the storm 
18. Discuss each other’s frames 
19. Tell ‘child overboard – food gone’ story using freeze frame photographs and discuss 
20. No Food whole class role play confronting Captain about lack of food 
21. Family Immigration Assessment  interviews to enter the country 
22. Stimulated recall interviews watching Immigration Assessment task 
23. Freeze frame expressions of anticipation as sight land from ship 
 
 
 Appendices  353 
Appendix J:  
Term 2 unit plan 
 
 
Each colour is a task sequence leading to an informal or formal assessment task, in 
bold. All activities in TL unless stated. For language drills and games see Figure 7i 
1.  View illustrations from Tam’s book, The Arrival, and video of TV interview of one of 
migrants on arrival (teacher made).  
 
2. View collage of YouTube clips in L1 on partition of Berlin 1945. (Pre- erection of 
Berlin Wall) 
3. Language Discussion in English, discussing the necessity of language proficiency 
for immigrants  
 
4.  Gangplank Arrival for  
5. migrants- 3 groups in role: migrants, locals protesting  and locals welcoming 
 
6.  Job Circle: ritual role play as migrant goes round circle of shopkeepers asking for a 
job 
 
7. Read and translate job adverts in family groups (In TL from internet modified for 
1960’s)  
Assembling qualities needed for certain jobs 
 
8. Mime jobs chosen and photograph. Make and play memory game 
 
9. Decide which job to apply for. Identify suburb on map.  
 
10. Re-order jumbled interview script for  job centre and perform for camera  
 
11. Use map to show and say here live and where go to work. 
 
12. Decipher scraps of letter left in hostel  
 
13. Listen to telephone call between hostel managers 
 
14. Receive and read invitation to Kaffee und Kuchen (coffee and cake) with local 
families 
 
15. Write job application 
 
16. Travel to work and hear news Berlin Wall has gone up. Freeze frame response to 
divided family. 
 
17. Watch YouTube video clips of Berlin Wall construction and consequences 
 
18. Devise scene showing repercussions for family of Wall and provide caption 
sentences in TL 
. 
19. Eat and express appreciation of local food at Kaffee und Kuchen. 
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Appendix K:  
Job application materials 
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Appendix L:  
Reading test 1 
 
 Appendices  357 
 Appendices  358 
 
   
 Appendices  359 
Appendix M:  
Ship's passenger list for the Sophie, 1865  
 
 
(John Oxley Library, Brisbane) 
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Appendix N:  
Scripted soundscape: Es kommt ein Gewitter 
 
 
  
 Appendices  361 
Appendix O:  
The affordances of elements of process drama for intercultural language 
learning  
Element of 
drama 
Benefits for language learning Sample evidence in data and 
analysis  
Narrative 
 
 
Gave learners a reason to mean  
Contributed to engaging tension and 
unpredictability of experience 
Personalised the language creation 
Nature of language in No Food and 
Immigration Assessment role plays 
 
Quality of many freeze frames  
Role and 
relationship 
 
 
Sustained learners’ connection to imagined 
world even in more distanced work  
 
Interpersonal meta-function enriched 
 
Intensified emotional surrender to experience 
 
Encouraged and was enhanced by personal 
language choices 
 
Focus on Ship’s List as pre-text 
Personalisation of language in Job 
Application 
Breadth of discourse and  symbolic 
roles in No Food role play 
Expressions of metaxis in stimulated 
recall interviews about Immigration 
Assessment  
Student initiated shift into colloquial 
speech in Job Circle 
Gesture and 
space 
 
 
Scaffolded and complemented verbal 
language; allowed for clearer expression of 
affect and the interpersonal metafunction 
 
Acted as literal and symbolic mnemonic 
 
Moved learners out of desks 
 
Used body as well as mind to ‘do’ as well as 
imagine difference 
Copied and created gesture and 
language in Job Circle and No Food 
role play 
 
Students expressed appreciation of 
greater use of their bodies for 
multiple reasons  
 
Berlin Wall sequence promoted 
other connections for learners 
Tension 
 
 
Set up metaxis of dual worlds leading to 
engagement through 
 opportunity for irony/hybrid 
discourse  
 dramatic and linguistic tensions 
 serious mood, sense of learning 
No Food role play 
Immigration Assessment  
Job Application 
Student comments on stowaway 
episode in Immigration Assessment 
Setting, 
time and 
place 
Provoked connections between here and 
there, now and then, us and them, ‘me’ and 
us and them; encouraged a sweep across 
Berlin Wall construction sequence 
Gangplank welcome 
Comments in final interviews with 
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utterance bank to find suitable language 
 
Tapped into sensation to enhance imagined 
world and emotional reaction to it 
Ali, Tom and Ben 
Jake’s job application  
Distance  Juxtaposed immersion in potentially affective 
enrolled experience with reflective work using 
various drama strategies 
 
Written test responses   
Nick’s holocaust comments  
Tom’s wondering about migrants 
Ali’s perspective on herself 
Learner comments on language 
learning through process drama 
Language 
 
 
The improvisatory nature of oral work and the 
obvious field, tenor and mode of tasks 
enhanced learners sense of choice and 
agency; related language to  world beyond 
the classroom 
Permission to play with language Discourse 
enhanced sense of authenticity and agency. 
Language connected to more serious and 
abstract themes than usual for beginners  
 
Student interview and questionnaire 
comments 
 
Meaningful TL participation in all 
tasks 
 
Willingness to risk mushfake at least 
in one mode 
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Appendix P:  
Common European Framework of Reference for Languages 
Copied 09.02.13, from : 
http://en.wikipedia.org/wiki/Common_European_Framework_of_Reference_for_Languages  
The CEFR describes what a learner is supposed to be able to do in reading, listening, 
speaking and writing at each level. These descriptors can apply to any of the languages 
spoken in Europe, and there are translations in many languages. 
Deutsche Welle (sponsored by the German government) suggests A1 is reached with about 
75 hours of German tuition, A2.1 with about 150 hours, A2.2 with about 225 hours, B1.1 with 
about 300 hours, and B1.2 with about 400 hours.  
A 
Basic User 
A1 A2 
Breakthrough or beginner Waystage or elementary 
 Can understand and use familiar 
everyday expressions and very basic 
phrases aimed at the satisfaction of 
needs of a concrete type. 
 Can introduce him/herself and others and 
can ask and answer questions about 
personal details such as where he/she 
lives, people he/she knows and things 
he/she has. 
 Can interact in a simple way provided the 
other person talks slowly and clearly and 
is prepared to help. 
 Can understand sentences and frequently used 
expressions related to areas of most immediate 
relevance (e.g. very basic personal and family 
information, shopping, local geography, 
employment). 
 Can communicate in simple and routine tasks 
requiring a simple and direct exchange of 
information on familiar and routine matters. 
 Can describe in simple terms aspects of his/her 
background, immediate environment and 
matters in areas of immediate need. 
B 
Independent User 
B1 B2 
Threshold or intermediate Vantage or upper intermediate 
 Can understand the main points of clear 
standard input on familiar matters 
regularly encountered in work, school, 
leisure, etc. 
 Can deal with most situations likely to 
 Can understand the main ideas of complex text 
on both concrete and abstract topics, including 
technical discussions in his/her field of 
specialisation. 
 Can interact with a degree of fluency and 
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arise whilst travelling in an area where 
the language is spoken. 
 Can produce simple connected text on 
topics that are familiar or of personal 
interest. 
 Can describe experiences and events, 
dreams, hopes & ambitions and briefly 
give reasons and explanations for 
opinions and plans. 
 
spontaneity that makes regular interaction with 
native speakers quite possible without strain for 
either party. 
 Can produce clear, detailed text on a wide 
range of subjects and explain a viewpoint on a 
topical issue giving the advantages and 
disadvantages of various options. 
C 
Proficient User 
C1 C2 
Effective Operational Proficiency or 
advanced 
Mastery or proficiency 
 Can understand a wide range of 
demanding, longer texts, and recognise 
implicit meaning. 
 Can express ideas fluently and 
spontaneously without much obvious 
searching for expressions. 
 Can use language flexibly and effectively 
for social, academic and professional 
purposes. 
 Can produce clear, well-structured, 
detailed text on complex subjects, 
showing controlled use of organisational 
patterns, connectors and cohesive 
devices. 
 
 Can understand with ease virtually everything 
heard or read. 
 Can summarise information from different 
spoken and written sources, reconstructing 
arguments and accounts in a coherent 
presentation. 
 Can express him/herself spontaneously, very 
fluently and precisely, differentiating finer 
shades of meaning even in the most complex 
situations. 
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Appendix Q: 
Overview of site negotiations and data collection 
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